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-opportunity of adding four papers from other related groups

-pating in a heterogenous group including members mot only'

Forewotd. - ‘ , ' L .
During the first week of September 1981 I had the pleasure
of acting as convéner of grqup 4 on "Integrating Learning
and Experience - from Policy to Practice' at the Vth
Conference on Higher Education at the Institute for Post-~
compulsory Study, University of Lancaster, England. The -
general théme of the conference was 'Higher education -
Survival and Revivyal'. The coriference contained plenary
sessions, specific seminars and twelve study groups. With )
the contributors' permission I have edited a report dsing
some of the available papers. I have also taken the {

or seminars. .

. ’ %

N e . R . ‘ f t
Further, I have 'tried to summarizeé some of the ideas dealt
with in the group discussion. It.is not always easy to find
a coherent structure for & Eompléx and sometimés corfused
theme. And'it is. evén more difficult when you'are partici+

of. different nations, cultures and systems of higher .
education, but also a variety of meanings of such ‘words as
knowledge, ‘experience and réflectiof. My own 'reflections
on experience' follow the general sub-theme of thé different .
sessions, i.é.: "

-

3

T, The nature of experiéntial learning 2
2. . The~recogpition of pé;or ieérning» . A }
3. Educational.désign'a;éithe assessmen£ i
of quality . - . \\
4. Inéegraping 1earniﬂg énd expgriehce - )

from policy to practice’

Itam sure that some members 6f the group would prefer other
ways of structuring the discussion. However, this is my
personal contribution to the 'reflection on experieqce'”

. ) \
- \

Stockholm, December 1981. N
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Kenneth Abrahamsson . . R
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o ‘1. REFLECTIONS ON EXPERIENCE ST : , 3

By 'Kenneth Abrahamsson . . . RS .
N . ) : - ) . .
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.
-

- 0f course our groupiwas.conceqned to push higher education
. in the direction of a far greater involvement with the
. personal, working and community experiences of its

~ participants, both students and staff. :

But in our industrial and media-dominated societies,much
‘ experiénce, both work and leisire experience, is banal
e arnd demeaning. .

Lo : The'vefore we believe that higher education, which should
. . above all be concerned with quality and integrity, must .
. R be reshaped so0 as to help people reflect cdritically on
' their experience, to recognizé that some exper?ences are
moré intense and vital than others: and ultimately to -
; o . discover how to deepen the .quality of their Llives. and the
lives of those among whom they live and work. N

3 . . . #y .. .
What is experience? How do we learn'b§ experience? What do we.mean
by ekperiéntial learning? Is there any kind‘pf }earning whibh.is'
not based on eipefieﬁées? Many of us would agree that experiential

‘lcarning takes place when you bring work and life’ experiences. into
the classroom. Programmes of cooperative educatio? aiming at a
,bettép interplay between differert job practices ané theoretical
rcfleé;ion“éoutd*aISO‘Eé labeiled as experiential learnfng. But

‘ what about rgading a book?“Is it a kind of experiential learning? 3

. Are messages transformed into printed words. a basis for exﬁerientiql
“-learning? Or what about pictures, wqrd—less.but‘not worthless
_carriers of feelings, facts and reflections? And,. are all kinds

» of experiences a sound basis for qcad;mic refleétions? The

i - introductory remark by Boris Ford kwhidh was his contribution to

: the groug report) focuses on the role:of reflection as én inter-

médiate tool between observgtiqns of things and events in reality

¢

e N

*) This i$ a summary and a synthesis of the discussion in

. group 4 on "Integrating learning and experience - from
policy to practice" at the Vth Lancaster-conference, on

Higher Education, September 1-4,1981. - ) .
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'in these terms it becomes hecessary to focus &n ‘questions of

and the progess of learning‘and understanding. Some experiences
are tr1v1al or bandl,says Borls Ford. Does’ that imply that they

.are not ‘a .sound basis for. reflect;ons’ The\tr1v1a11tles of our .

*

cveryday lives'can, of course, be useful data.in the field -of
sociology or in prbgrammes ef soc1al work. But can they be used

in science? .

4
A

-

]

Thus, the theme of how to integrate academic learning and work
experiences cannot be analyzed in isolation from educ:.cional
traditions and knowledge ideals in higher educatlon. Learning by
experience has its roots in the development of society. Learnlng
within the walls of a 'school system including universities and
colleges has been an eXceDtlon rather’ than a rule in the past.
The cqommon pattern was to pass on learning from one generatlon1
of craftsmen ‘to0 another through apprenticeship. The development
of formal schoollng.durlng last century created a new context
of lecarning. As the educatlonal systerf was growing there was a
nced for better 1links w1th’pract1cal realltles. Thus, the idea

of’ Learplng through practical work was accepted as an essentlal /

part of . the formal school system. The‘*work of Dewey and other .
phllosophers dcmonstrates that experlentlal learning is not a.
"new" concept. It is, however, a concept with quite a dlfferent

mecaning and\content 1n different educational quarters.

” .
In a way, you could see the comp051tlon of partlclpants\in study
group 4 as a mirror of different views on- experience and
cxperiential learnlng Some.part1c1pants were more interested in
txocrlentlal learnlng as a learnlng phenomenon as such. Their
ucrspcctlve was related to clJnlcal or human1st1c psychologlsts
like Maslow, Rogers- and Kelly. They stressed the idea of learnlng
by explorrng and not'only by a process of consumption of passive ,
cxperlcnces. Learning is =n act of personal commitment. Personal
knowledge 1s important.-If experiential learning 1s discussed

v

students' influence, self—qentrol and the definition of authority
/ S

.

relations between teachers and students.

- »

Another way of looking at the group theme would be to analyze how

dlffcrent kinds of wofk experlences can be- llnked to or

¢
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incorporatéd in the"cufriculpm; My own project on the role.of

work experience in Swed;gh higher education is working in th}s_

éerspéctiée. The idea of cooperative education is another example

of pohnécting learning and.experieﬁces. The concept of recurrent

education as an organizational strategy for reshaping the.total

. @ educational qutem is another illustration of modern educational
pragmatism. ﬁ%%h cooperative education aﬁ@ recurrent education

, are organizational ¢onéebts, rather than contributions to the .
philosophy of higher learning. This does not mean, however, that
there necessariiy,are.contradictions betheep crganizational and

. : individual*wayé of looking at learning through experiences.

; To sum up, the concept of experiential learping, has to be dgfineé
» by, at least the following criteria: *

. P
N —

1. Aetive exploration of reality .

Experiential learningg¥s learning through active exploring
of reality. By direct contact with reality both inside and
. outswde the classroom the student can test his or her

- assunptions dﬁa\rodels. '

' "2, Critical reflection on experiences ) Lo

« The learner must refleet on his experiences in relation to
. certarn ideas, values op perspectives. All experiences
«wannot beuseful pares in bhe process of understandingf
. The experiences must have some. personal validity
» aa -
¥ ) ’ N .y . . -
— The learner must have a personal commitment to the process
of learning and exploring. He must be ready to challenge
~his own ideas, values and conceptions in order to learn
new ideas, perspectives and applications. v

-

. D 4. Freddom and authority must work_ together .
- .

Some advocates of experiential Zébrning Seem. to stress the

-~ nced for learner-controlled learning. Undoubtedly, - -
experiential learning calks for%a new definition of the
leachers' and students' roles. The teaching-learning
process cannvt only .be a passive transmission of tnform-

. : ation from onc part to another. On the other hand, learn-
ing 73 not solely a studeni-controlled business. It is the !
.teacher’s task to stimulate the student's feeling of
authority of knowledge, rather than authority\of persons.

K .

b Field of aéplication i

't is common to discuss e&periential‘learning in the context
Lo~ ’ o “ «

LI ., 5

ot B




RS T . —
of bringing experiences from life and soctety into the

- ‘elassroon. In gererqgl, experiential ‘learning does not
necessarily have to take place outside the classroom or
the more or less symbolic walls of a school. It secems
practical, howéver, to distinguish betwaen four kinds
of experiential learning: = - ) ¢ °

. . . - .
a) experiential learning as everyday learning in
«  generdl (in different life roles, on~the-job -,

‘learning ete)

b) cxperigntial learning as the student's prior
learning before entering a programme of higher
education (%i. e.the idea of recognizing prior
learning (RPL), and shortened programmes of study)

expertential learning as college-sponsored periods
of practical.training within a certain study LI
programme (g g work-study programmes, periods of’
practical training for engineers or- soctial workers

ete) , .

. * . " “
d) experiential learning as a part of school work as =
such . ) . .

- Y °

¥ ‘

1 am not quite satisfied with. the .five criteria of egperientialé
. learning. It is easy to agree on ithe ‘heed for student's actively
exploring fééiitf: The same goes ﬁqr”thercrucial function of
critical.reflection in the procéss of learning. But to what -
extent can these ideals have a strong impact on the educational
reality in our%schools of ‘higher learning? There seems to be )
rcestricted time both for ekplo;ing.and réflection} As a conseguence
of mass highér.édﬁcation and the indps€}ialization.of tne
cducational?sectqr, it is more efficient to- transmit pre-
fabricatéd knowledge and take ideas for granted than to allow

_the studenf'é“exploratory behaviour or the use of critical

reflection to disﬁugb the production process. S !

* -

Q3

%§§?§he surface, we can also reach an agreement on the important

"ffo of the student's own commitment and on the personal validity
SP his s%udigs. The combinatiog 6f exploration and reflection,
however, are intellectual constraints on personal validity.on_
5tﬁe ohg hand and scientific validity on the other. No society
has the géonomic and educational resources to let people only
study what has'a,pqivate and persbnal vaIidfty for them. Personél
necds.héve‘to be balanced against the public;and societal demands.

-And, the knowledge dealt with in the system of higher education .

.\ . .
o BN
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must also have some k1nd of 501ent1f1c valldlty The three faces
of valldlty exist hoth at the 1nd1v1dual level and at the system -
levcl.hThe mecharism to balance these interests varies ,from .
country to country, dependihg on traditions of state intervention
or market solutlonsi Aside from.these variations, however, it is
‘nccessary to relate personal validity to scientific and socretal

»

valldlty. . .

-
[N

The proolem of freedom and authorlty is also dlfflcult to treat'
It seems to me that authority 1n-exper1ent1al learnlng has both -
a surface and a depth-dimension. On the surface level, we often
stress the need to lncreasethe student influence on both planning
and,learnlng In practlce, however, teachers tend to define the .
_more cvr lcss 1nv151ble frame factors and context)of learning.

* Thus, both teachers and students are met by double messages on
who'deCLdes or controls studles. The group dlscuSSLOn concernlngr
authority and influence stresses the need for a funther analysis~
of these coﬁé%pts and. their relation to experiential learning.

&

/J
A metaphor often used in the group was the university as af )
"storehouse of knowledge and wisdom". It is obviously an ambiguous
metaphor. 'A storehouse is by(deflnltLOn 3 bUlldan for storing
goods as provisions", "an abundant supply 01 source": (Webster
1971,. p. 2252), but it .can also be a boupndless collection of
scnsatlons, experiences and .ideas. Thus it is both a modern market
) place for products fabricated somewhere else and an lntellectual .
‘ process of observatlon, reflection and intérpretation. The students
‘can be seen as consuﬁers on a market of knowledge and professional
]ogltlmatlon. On the other hand it is evident that the lntellectual
products and the thought patterns,prov1ded are carriers of certalnmo
knowledge, traditions of academic reflection and profe551onal i
skills. The student does not always have to invent or construct
his own bicycle. A modern. society with an advarnced technolOgy,
pxofe551onallzatlon and a spec1allzed labour market cannot be
built on sel f-made products made by self- made men (or nowadays
also women). There is a difference, however, between, understand—
ing the metqanlcs of . dlfferent aspectg %f your own blcycle
and constructlng one. ,Pre-fabricated knowledge_and models can,
like a good bicycle, be tested and modified in reality. Thus,

s 3.

+




buying a bicycle can be an opening to an act of.experiential
1carniﬁgw But it can alse be a yehicle for individual trahsport -
.and mobility in space. Thus, a storehouse has to be valued in
rclation to how 'its products are proauded;and also to how they

»

arc-used by different people. The same goes for knowledge and
experiences.

- -
. - N

~

2. The recognition of prior life experiences o
M <
K N " L

The use of the student's prior experiences in higher education

is a broad phenomen, fhcluding at least four different aspects:
L] . ‘ : \\
. . i
a)  Haw can work exnerzence be benefocval to the individual
utudcnt’s vocational chwice and development?

I
.

b)  To what extent can the pecoqnztzon of prior etperzencc
be used for an tndividually designed and sometimes %
. shortened study proqramm09

a‘ © ) How ean prior work cxperiencé be used as an additional
o merit, or an alternaiive route to higher education?

. d)  In which ways can ihd students"lzfe and work experienzes
. be an individual or « collective resource in the Zearnzng
* process?

r'e '\ M
¥ . v >

-

Thc plannlng ‘of hlqher educatlon more or ‘less takes for granted
that prior work cxpcrlence is beneficial to the .individual student
According to Perho's study; the student s motlve for going out °
worklng secms more important than the work or work content® a :
such. In theory and maybe also in educatlonal planning® it could :
be possible to p01nt out what fields of working life could- be
lxnked to different programmes. In practice, however, the
guestion of relevant experience varies from person to. person and
from field to field. One tool for 1mplement1ng recurrent//dge‘
ation in the Swedish reform of higher education has beenr %o
insert a period of work as a non compulsory additional entrance
merit. It has been necessary for the majority of students to have
‘some york experience in order to be admitted to a study programme

W1th a restricted number of places. )

-

u

We lack knowledge, however, of how the work period has 1nfluenced
the students' vocatlonal choice and motivation for study We also

-~

, . N .

> .
.
ﬁ“ . ,
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f3ck knowledge of what kind of earning has taken place durlng
~ thcse work perlods. NO mechanism \to train or stimulate the
studcnts to rcflcct crltlcally over their - experlences has 'heen » -
bUllt in. The only crlterlon used in the.Swedlsh model\ds dur-
ation of employment In general the group partlclpanE‘/wanted .
to de- mysblfy the concept of prlor life experience and its
individual functions. One way of maklng 1nd1v1dual experienceu
- more useful would be to-stimulate work ng students to keep a
- Journal or a _diary. Another'way could be a wrltten life hlstory -
focus51ng on the individual value of work experiences. It 1s a
Lruismoto say that reading books also can be a useful way°or'

- . dealing with job experiences. ’ S .

v . 4

.
-

If we extend the scope Sf this discussion we have to ask "what
is new about prior axperiences" (related to*work or life roles)?

Some group members were critical of .a too narrow or restricted. ol
" delnlt‘On of experience? Why work experience? Why not experiences
. . of grow1ng up as an individual person, a member of different
groups or a carrler of shared norms, values and 1deals7 Why
- "here and now"—exper:.ences'> Why ‘not all life exper1ences° If we
broaden the perspective it is easy «to find links to the post-war
.discussion on-educational and .vocational choice, the process of
B socialization and{ also, 1deas about and methods of career
guidance and 1nd1v1dual support. One conclusion’ from this
. discussion 15” that we cannot only cons1der the intended®effects
,0f linking work and educatlon. Attention’ also has ‘to be given to
the direct or 1nd1rect effects on students' educational and
vocational choice and there motivation for both work and study.
Thus, it is . necessary to develop a perspectlve which also builds

on s0c1allzatlon thcory. Lo

o L .. . * \
The problem of recognizing prior experiences.in relation ‘to thé
- provision.of study programmes and courses is of quite another
character. As thesc problems were dealt with in another seminar
‘ at the. conference, I will only comment on them briefly. The idea
- qf matching the individual qualification profile with an
individually designed- combination of courses challenges the

flexibility of any educat%onal system. It is difficult to apply
the idea in the Swedish setting, where you are admitted to a

’

.
- ’ . -
. .
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study programme and not to a Lnlvers1ty or college. In some
Eleld., e g nurses and pre schoo] Leachers, we have shortened

1programmes for appllcants wlth\relevant work experience. In

4

'gcntral however, the programmes are deslgned accoérding to the

idea of a core currlculum Wlth llmlth pOSSlbllltleS of individual
adaptatlon. The North- Amerlcan idea cf recognizing prior learnlng

(RPL) is built’on  three 1deas. o

w) Lhe S§tudent ic admitted to a cooZege or ﬁniversiby, qﬁd
Jtot 6o a study programme ¢ : ’ '

.
™ -
1

“bhe studént's qualifications and emperzences hqve to be.,
asoe essed in a, formal or Tnformal sense. Thus, the use of
tew %Vand tnterviews is a common part of the RPL-movement.
The mos% colimon “tests are Advanced pilacement program (APP)
and (o IZege ZeveZ examznatzon-program (CLEP)

-

Y

¢)  the matchzng of “the zndzvzdual profile and courses provzded
«“alls for flexibility both in educational design and
methods of zndzvadual oupport

.
-
N "

, 2

The seminar included‘three contributions .on the, problems of

rccognizing prior learning {RPL) : the economics of RPL-programmes,

cducational implications and a research programme on RPL-problems.
‘s aiw}zs, we find differences between 1deals and realltles..In

genecral™ouce could say that RPL- programmes can be’ benel1c1al both
_to the individual. and,to soc1ety In practlce it seems difficult
to Judge if RPL- programmes are less expen51ve, more eff1c1ent and
‘léss time- demandlng for, the student A comparlson between the
Swedish model and the RPL-method calls for further attention to
the influence of admlsslon systems and currlculum structure on
the individual process oﬁ educational and vocational choice.
what are the consequences for the individual and for the educ-
ational institution if the student is admitted to a unimersity
or college 1nstead of, to a programme What differences in
prtdlctlve valuerand influence on the' learnlng process follow
'from a gelecﬁaon based upon marks from upper secondary schoogls .
and vaguely deflned work experience instead of different forms
of entranoe tests’ What kind of balance betwéen social justice

and educational’ reievance is developed in the various cases?

L
[ -
. 5
4 N ’

It seems to me that there, is a s1m11ar1ty between the discussion
on "relevant experlence" and the RPL-movement. The shared problem .

13-
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concerns th%431fflcult1es of assessing .the quality of learnlng
in general and experiences in particular,, What kind of L =
oxpcrlcnces are- relevant for what kind of purposes° what klnd

of lnflucnce will experiential learnlng and the‘recognltlon of
“prior experlences have on hlgher education as. such? How can they
be related to the.notlon of ‘high Culture ‘in tradlglonal '
universities? It seems’ to me that the use of prior experiences
from work or life roles is broadéning’ the concept of higher
education, thereby making its’horders'with other societal . ,

processes more vague and un—Spebific:

Thc use of work experience as an addltlonal merlt or an
‘alternative route to-hlgher education is a typlcal Swedish
'iproblem. It is dealt with rather’ extensively in another 'project
in the Swedish follow-up programme of,the reform of higher |
c@ucatiqp (Kim) . The fourth~aspect;menti9ned, the use of work
cxperience as a resource in the educational process, is the
main focus on my own. project (Abrahamsson, 1981). It is also.
trecated in the workshop contributions on cooperative education.
3. Educational design'and the assessment of quality
Programmes of cooPeratlve education are designed with the
s;e01f1c purpose of lntegratlng academic learning and work
experience. The idea of cooperatlwe ,education was born in the
bcqlnnlng of ‘this century by the work of Herman Schneider at Lhe
College Of engineering at UnlverSLty of Cincinnati. Paradoxically,
it recached the age of retlrement before it had a strong impact
An U.S. higher education policy. As a consequence of a selectlvc
federal support from the beginning of the Seventies, programmes
of cooperative education are available at more than one - thousand
universities and’ colleges in U.S.A. Thus, it has been a success—
ful federal intervention in the fleld of higher education and
working life. In general, programmes of cooperative education
ar¢ only a part of the full degree programme. The process of
implementation illustrates the tradltlonal obscacles to change
within universities and colleges. There has not only been
_scepticism and resistance among faculty and teachers. In many

cases, the studcnts have not felt motivated to go out to

B
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"different Work‘plabes: Periods of practital training at dif- )

- - ) . . 2 . . .
ferent work places do not seem to give the same academic merit .

and ~prestige as traditional subjects.

4

- ¥ ;

. e B . .
The reports on cdoperative educatidgxﬁlso gave a number, of

" . ' . ) lA - . . ‘.\
cxamples of instructional-methods and’ .practical solution& fo
develop effective links between work and education. The TAR

acronyn illustrdtes the three-step process of integration:

B v .
' « . » . .
- . » N

» » e . 4
a) Tecaching concepts in the classroom

b) ippt?dhtion of these conéépis while on the cooperative
educalion work assignment :

¢ -

¢) . ﬁcinforébmeﬁt and Reflection on these éoncepts by means

’

© of an rvening seminar taken concurrently with the work

ermperience v

Lo,

in order to support, this prégeés faculty has developed fieId:

<

muﬁuals and léarning guidgs for sthdénts.
A . .

.
P

. ) ,
Knowledge ideals, faculty attitudes and discipline cultures are

apparently crucial factors for the sSrvival or revival of ideas
of experiential léarning'and cooperative education. In & Swedish
study or teachers in upper secondary adult education, the

following experience-functions, were found:

<

A. FExpbriences that can be used in teaching are .experiences
whi¢h one or a few students have made and which can be
used as informaticn to the rest of the class.

. FExpericnces that can be used in, teaching are expericnces
which most sludents in the elass have had and which can
be used to direct the students' attention to the relevant
conbeal while a subject is being taught. .

¢. Job ecxperiencé can develop practical' knowledge which the

" students may use in the educational context,

. The student brings into the classroom an outlook on the
.. world that is in conflict with the view of ‘the subject
taught. .

k. Exzperiences from life give a certain capacity in embathy
thal makes it possible for the adult student to under-
stand different perspectives as serious alterpatives.

Thege were the variations in qualitatively.different

concepiions of experience as perceived by the teachers.

-~
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. academic perspectivés contain différent v¥ews on the role of work

" of .the students? Thele is, of course, an important difference °©

. between connectlng more or less anecdotical students experiences

17

~ ~

" Bfforts to link work experlences to academic learnlng are flltered
through faculty attltudes and the character of subJect content

As has beén stressed elsewhere (Aorahamsson, 1981), dlfferent ;.

experience in higher education. The same goés for the group
dlscu551on on experiential learning and 1ntegrat1ng learning *and
experlences Who s interested in integrating academlc learning
and work experience? Who is interested in linking some kind of *
ear-marked work experlence with different subject fields in
higher educatlon’ The group could not reach an agreement on th1s
problem Some members stressed that need, whlle others tended to
eglect the problem as such . . : g

The*problcnlof building bridges between higher education and
working life cannot Simply be answered by "yes" or "ro". It also
depends on undef what conditions the brldges could be bUllt What
POJntS of departure do we choose? The structure of knowledge in

dlffercnt subject areas?, Faculty-attltudes and discipline

2
k

tu]tures° Avallable methods of teach1ng° The experiential background

to the subject matter,or taking the students” exper;entlal back=
ground and qualifications as the lmajor basis .for programme des1gnv-
The former altcrnatlve can be .exeniplified by the idea of ‘using

life and work experience as a resource in higher education. The
latter aspect is illustrated by the Nortn American efforts to
recognize prior experiences (RPL). Whatever the point of de parture,
the process of' intellectual reflection seems to be a .crucial com-

ponent of experiential learning.

2

But what‘1s reflection? And what is critical thinking?. To what R
extent shall we prov1de the students With learning guides. and

study mcthods facilitating the act of reflection? The TAR—approach

in c009enat1ve education used student guides in the form of

ques tlonndlres on ‘the social and cultural anthrooologv of work

Bul to what extent can critical _reflection be gu1ded° Is not the

‘idea of critical reflectlon that the student ought to be able to h

put the questions himself? As usual 1deals and realities do

not always mees. In Lhe dldactlc pProcess, we have to develop
1

-y . i

) . 1 6 S S
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‘dlfferent tools and methods in order to train the student to be

" more independent in his own thlnklng and reflection. These tools ‘
can be more or less structured.. According to Halldén (1980) there
are at least four different teaching strategies:

1) A teaching strategy based on authority and-a structurecd
and ,tepwzse relation té subject content R

2) A teachzng strategy based on authority and a more general
relation to ubJect matter emphastzing principles !
. 3)  An emznetpatory teaching strategy aiming at spontaneous
exploratzan of subject matter .

-

4 An' 0man0zpatorJ ‘teaching °trategy azmzng at anaZys~s and
urztzcal reflection

~ ) . -

. . . N 2 - R
what is the role of experrence in these different approaches° f;f
The first and second approach. are conterit-based on the dimension
from specific to general. The third and fourth strategies focus
more on the process of exploration and cr1t1cal thinking as such.
Thus, they are more experiential by definition. In practice, the
different approaches can function side'by side. The diffigult
problem, however, is to what extent they are influenced by the
objectlves knowledge content and subject matter in different
study programmes. Are’strategies one and two more sultable for >

science and other subjects with a hard- knowledge ‘corey -while— ~———j

&°"mothods three and four can be more appllcable in softer subjects

Iike behavioural science or vocationally oriented programmes such

as social work

. It seems to me that different conceptions of experience imply:
different views on_ the role of experience in higher. educatlon
Experltntlal perspectlves incorporating Kelly's ideas on personal
contruct -theory and personal knowledge underline the importance .
of exploratory learning and. personal commitment even in sc1ence ;
-(Pope, 1981). Thus, we are back to where wé started. What do we .-
mean by exper1ence° What is learnlng by experience? And is
experlentlal learn1ng some -other 'kind of learning than learning

" in general? It seems to me that we could not reach (and maybe | ‘
nobody can) a definite answer to these questions. Among the ’ '

different views on experiential learning dealt with in the group

d ./7
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I would like to contrast an individual existential approach and

a soc1al—pragmat1c way of looklng at these problems. Another

way of uslng these labels is to contrast the goal of personal
'development of the 1nd1v1dual learner with the needs and demands
from difgprent collectivities, or the soc1ety as* a whole.

% o e .
¢ s ) 7

o

4.’ Integrating,learn%pg and experience'— from policy to practice
. - PRl

3

The theme of the group work was "Integrating learning and
cxperlence - frdm pOllCY to practlce" There was llttle tlme for
exploring the policy d1men51on and the’ problems of 1mplementatlon.
In general one could say, however, that concepts like work
éxperience, exper1ent1al learnlng and. cooperatlve educatlon play

-1mportant roles in the pOllCY process. Unfortunately, we lack

Y e

" The students experlentlal background and work experience are made

¢ -

knowledge on what assumptlons about learnlng are more or less

1mp11c1t in the poligy process. It is no exaggeratlon to say that

"

the policy ‘process often @ntdinsa tedhnlfled view on learning.

into. products or things, whlch can be added to the educatlonal
mix of subjectacourses in a spec1f1c curriculum. As one group
member said "how many kilos ‘of‘work experience do we have to add
to this programme.. ‘The conception$ or misconceptions in the

* . N
pollcy process‘have relevance not only .to work experience as

such, but even tx: student learnlng in general. The plenary ‘
scssion of the Lancaster conference gave enough ev1dence on the
problems of relating research on student learriing to the pollcy
process as such. But what, is higher education if not student
learning? What is the use of structures or super structures IE’
Lhcy have no relation to the ‘generation of knowledge both in the
rcsearch process and in student learn1ng°

Comparative studies~on work-study coénnections in different
countries could be one way to continue the discussion. There are
a number of 1nterest1ng examples uf national cases that could be
lllumlnatcd and analyzed. The cultural revolution in China. is,

of course, a wvery interesting case. Teachers and professors were
more or less forced to go out in working life, while students

and workcrs occupied departments of higher learning. Today, we %§
know that the idea ,of mass participation both in universities and

- ‘
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colleges apd in worklng life did not only have positive effects.
Rather, it has had a severe 1mpact on the generation. of new
‘knowledge withif different subjects and dlsc1pllnes. Some
departments had to close for a period *of between.flve-to ten
years. Another interesting example'mentioned in the discussion
was a Sov1et policy in the Flftles to stimulate young students

to go ouL and ‘work prior to hlgher stud1es The reason for changlng
this policy and 1mplement1ng a more el. ist system was that the '
student seemed to lose motivation for learning, when - they knew
that they did not have to continue with their studies. Thus,
questlons of study motivation and the preservation of cognltlve
.SklllS -and theoretlcal knowledge ‘have to be taken into consi- | e
deratlon when we discuss llnkages between comprehensive schools,

-

working life and higher education.

.
1

4

' v The Swed;sh rcform of higher education in 1977 might be seen as
mid-way between the ideodlogically and politically motivated
Chinese cultural revolution and the more pragmatic North-American

“ oxperiﬁent with cooperativé education. One of the main concepts
in the Swedish reform is recurrent education, i.e.the organlz-
ation of the educational system in a way that jaims at avbetter

alternation between education, work and other life roles through

L - “the individuals' total life span. The concept ,of work experience
' played and still plays an important role in the.Swedish system of

higher, educatlon. As it is both an additional meYit for young
students and an alternatlve route to higher education for adults.
In an international perspectlve, it is 1nterestJng to note that
"the Swedish dlsvu551on on work experience has mainly dealt with
the students' prior work experlences and their role in the, social
selection and admlsslon to dlfferent programmes. Questions of
social justice and educatlonal -equality have been given much
‘more attention than problems of using work experiences in dlfferent-u

TN

programmes or the relevance of learning as such.

P . i
Ig is.too early to analyze the outcome of the Swedish reform of
higher'education The‘follow—tp programme at the'Natlonal Board
of Unlver51t1es and Colleges is now in a final phase A concludlng
report from pr03ecto on recurrent educatlon, WwOrk experience,

educatlonal desidn and admission systems Wlll appear next year.

-
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It will be dlfflcult however, to deflne and spec1fy a set of
criteria that could be used as points of departures for the

final analySLS. Partly thlS depends on the character of the

follows= up programme. It is ' not only result-oriented, but also .
stresses the need for gontipous institutional change and self- -
evaluation, "In part, the problems of' defining crlterla are a '
consequence of the fact that the Swedish system of higher
cducatlon has to maintain dlfferent and ‘sometimes contradictory
goals at the same time. It would be easier to evaluate ‘the reform
in relatlon to the British unlver51ty notlon of high culture, .

or the North-American idea of lncreaSLng the number of cooperac.ive

4

education programmes. ‘ . R
It is a truism to sdy that you can le arn much about your country
. by going abroad. A process of understandlng and reflection is

taking place when you seé your own system in another contegt.

Maybe that is what experiential learning is about? Seeing your-

sclf and your experiences in another context, and thereby "t
/deepening your uhderstanding and reflection. But it takes time e
to eee yourself in a foreign mirror. Seeing and understanding

is more than just perceptiomn Ha;ing been there does not
. necessarily imply that you know. Maybe we can find sbme yse

» for William James trgditional distinction between being
‘acqgalntcd w1th and know1ng Not all visitors to- the storehouse

are interested in knowing. Rather they want to be acquainted

with Ehe'products or‘tohuse them for thelr own personal benefits .

and careers. The dualism of understanding and criticial H

reflection_on the .one hand and bersonal benefits and individhal

carcers on the other-is, of course,.a contrad.iction in every

system of higher eduoation. , ' .
. v

.
r

It also raises one crucigl aspect of cxperience and experiential.
loarmingﬁ In what ways  can educational systems be designed so
that they increase and support the students’ capacity to reflect
on their own cxperienoes. And, to what extent is student motiv-

" ation for study influenced by exterpai\factors like the labour
market, socictal crises and economic stagnation and social and
f;hancial support rather than by'educational design and didactic

4

methods? Th&re was neither time -nor epace to discuss these

L)

y . . ’
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qutstlons in study group 4., 1scus51ons in other groups showed
however, the 1mportance ‘of -broaderihg the perspective® on

experlentlal learnlng to include seolallzatlon theory. If, as -

'Perho p01nt°d out the students motlves for going out workiny
-are more 1mportant than the work content as such, pollcaes of .

linkllg work and education have to be reconsldored As a

consequence, we also have to clarlfy what ve mean by quality

of learnzng, both inside and outside thc classroom or lecture
hall.

. ’ . . . ‘ ] .
our grou, .did not reach any general agreeméent on the conference
theme of "Surv;val and revival". My own conc1uslon 1s, however,,
‘that neither surv1val nor revival will benefit from. too loose

or vague a deflnltlon of experience. In a broad sense, one could
say that the purpose of all educational endeavours is to

7

stimulate the students to reflect on their own, experiences. In
practice, there seems to be little room for exploration and
critical reflection. Mayhe the survival and revival of our

Y

systems of highier education depend on their capacity to meet

= .

this challenge.’
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practically feasible to employers. vt

-

Cooperative education is a form of experiential education which extends

th§ leerning process into the workplace. Students alternate between specific

~

peribds of "attendance at the college and specific periods of employment. This

format thereby provides the_opportunity of integrating classroom theory with

its application in the workplace. «
T ] ’ . -
- Over the years, a number og models have evolved. 1In general, most
programs have the following characteristics?

1. the'work experience is productive and is considered,.an essential part

~

!

of the overall educative process.

2. the work assignments -are related,to the ‘student's field of study

\
gnd/or the student's career interests.

s
\

"3, the concept of alternation provides stpdents with more than one o \
pefigp'of supervised employment which must.be of sufficient length to enable
utudentg to have a full learning experience while making it'economically-and
i - -~

4, minimum performance standards and assessment techniques .are integral
to the program especia]ly where academic credit is provided and/or where co-
operative education is a degree requirement.

’

5. the work‘experiences should{grggress in complexity and responsibility

-

mat-hing the student's academic progress.

.Y

History of Cooperative Education

Herman Schneider has been rrédited with instituting the first cooperative

“educntion program in the United States in 1906, The program began at the

College of Engineering at the University of Cincinnati. Since then, there have been

thre¢ periods of rapid growth. - The first period lasted until 1920 and was based

on the success reported by the University of Cincinnati. Many of the institutions‘WhiCB

-




have been identified with codperative education initiated programs during this ) ‘

period ~ These Include Northeastern‘University (1909), Drexel University (iv19),

-

and the Massachusetts Institute of gechnology (1919). As at the University of
‘Cincinnati, in each of these institutions cooperative education began in the

Engineering Department. It was only in 1921 that Antioch aollege iuaugurated

-
Pl

a program in the liberal arts area.

." . .
* By 1960 there were still only 65 institutions of higher education offéring
cooperative education. During the 1960 S, che second period, approx1mate1y 1)0
& -
institutions began new programs. However, the largest growth spur occurred in the

I

. 1970's, as a direct result of Federal legislation.

The’ Higher Education Act of 1965, as amended in 1976 and 1978, provides

/\
funds to plan and implement new programs as we11 as expand and strengthen

° S

L]
-

existing programs. In addition, the legislation provides funds'for research,

5. tralning of educators and emplcyers and support of "demonstratlon" projects.

L

The latter are of two types (a) grants for the development and implementation

et e e . et e L. [N

of comprehensive cooperative education programs where.a substantial percentage

of the student population will become involved with cooperative education and

.(b) grants for special projeLt which axplore the feasibility of cooperative
education to address the special‘needs or problems.

In 1980 just under 15 million dollars were~obliéated under this ¢

legislation. The funds were awarded to 251 colleges totaling almost 12 mi11ion .-

dollars for support of cooperative education programs, $787,000 to support 14

training centers, $213,000 supporting research projects and 2 million dollars

“to 3 institutions for comprehensive demonstration grants.

With this stimulative effort, the :numbers of cooperative education i L

programs_in 1980 according to” the Cooperative Education Research Center

at Northeastern University grew to 1,028 of which 473 are located in 2-year ?

. . . oy
- colleges and 555 in 4-year colleges and universities. Approximately 200,000 ‘..

-
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students were enrolled in cooperative education. t

’

¥

ot

Evaluation of Outcome ) *

:, a
- Iwo national studies on the impact of cooperatzxe education have been

y3 conducted. The first conducted by Wilson and Lyons ¢ reported the :
b following benefits from- cooperative education. ) . ) . “_‘
. ~tiirough the coordination of the work experience with campus study,
7z

Lhcory and practice aré more closely related.

o -through the integrati ork dnd study, student motivation increases.'

-
. .
.

\‘ . -as & result of the wor experience, students develop a greater sence .of

* responsibility, greater | endence on their own judgments and increased. maturity,

-

reater understanding of other people and develop better

-students gain a

human-relation skills.

t 4 > e

- ' -as they become oriented to the world of work, students obtain knowledge"

about career opportunities and the requirements for being successful.

-the earnings from the cooperative education work experience allow

many students to attend collegé who might -otherwise have been excluded for

financial reasons.

In addition, the study suggests that:
N L4 '

—cooperative education programs help keep faculty abreast of their

3 discipline as well as establishing contact with the private sector,

e

%

-in ‘large programs, where significant numbers of students are away from

-

3 the institution at any one time, ‘the cooperative plan perM1ts more efficient

utilization of facilities.

The second study was mandated by the Congress of the United States ag . e

én agsegsment of the impact being achieved by Federal legislation (2) .pata

.
*»
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= were collected from educators, employers, students and graduates who have

been ﬁnvol&ed inqcéopegative education. A éontrol.group of non-coopgrafive
iLoor g » .

educaéion_parcicipants was incorporated in the design of the study. -

LY

a

Some of the key findings from this national assessment are:
A ¢ v

1%00perative education 1s‘endorsed by participating institutions, em-

* g
-

ployers, and. students.

<

“« ~participation in cooperative education contributes. significantly to ,
‘ : s Coe
carcer jpreparation of studénts.

‘—éoqgerative eduéation i1s a mechanism of financial aid..
& . : .

- P

~cooperative education is‘cost-effective for both students, and employers.
. . ‘ - . .
~ ~cooperative education constitutég a program course for the' institutions

-

'of'htgher education.
Other conglﬁsions are:

.~the Highe}“Edgéation Acf has made a significant contribution to the

-

} national expansidn of cooperatiVe education;
~it.was a sound leéislacive decision to support-cooperégive education through
direct grants to t?e institutions of higher educati;n rather }han Brovidiug
additional scholarship or loan funds to students’or by subsidizing employers. s
The Federal Zavestment in cooperative educ;tioa Qas, at the time of the study,

- more cost-effective than the student loan program. °
A ' ' ‘

/ ";\ * ~future prospects for the continued expansion of cooperative education
3 are good. S
#. Program Characteristiés * - .

»

Institutions of higher education have developed an array of program models

for integraiihg the work and school experience.

Placement Patterns. There are 3 general types of placement patterns.
- . . ‘., - -

In the,fui1~time alternating pattern, students are divided into two, and at .

-

U - -

’ - . Y
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- times 3 cohortsB ‘As one group of students works full-time off zampus, the
other(s) are engaged in full-time gtudy at the institution. Students will
‘have at least 2 work experiences, and, in some programs, there may be as many

as 4,

° o With a parallel pattern, the students attend classes part of the day .

» and are on their cooperative education work assignments during the other

part. The varlation of this pattern is an alternating day model where students
PN M I
P attend class one day and work ‘the next. Community colleges tend to favor the

.

parallel model. lpnder this arrangement, the student is always a part-time
employee; although he/sbe?may be enrolled at the college as either a full-time

or part-time student.

-

* The third, and least used, is‘the field pattern where students leave

campus for-some‘épecified period of time at least once during their period

4

of under-graduate studies - but no more than once in any given year.

Diversity of Placements. Some institutions maintain a policy where -students

are expected to be with the same employer for all their placements. The rationale

gi?ennié’that there is a greater likelihood for a .sequential increase in the :

* complexity of the job assignment and concomitant responsiBiiity. Other -

-

institutions prefer to have students work with different employers on each
assiénment thefeby providing diversified experiences. In most instances,
however, institutions tend to allow both options.

Organizational Structure. Departments of Cooperative Education can be

. ~fouud In both the student services area or the academic area. In recent years,

the trend has been to locating Cooperative education in the academic unit es-

- .

pecially when credit is provided for the cooperative education experience.

.

* In general, responsibility for the cooperative education program is

centralized. 1In the very large programs, such as Northeastern University and

28
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LaGuardia Community College, the cooperative education activity is organized

as a separate Diviéidn headed by a senior administrator. The professignall

staff reSponsible for cooperative education have'facuity status. Such.,pro~ - ‘ .
P graﬁs are the efceﬁtion. Most programs do have‘a Department of Cooperative i

Educafiéﬁ responsible fgr the administrative functions associated with éhc

programl The gﬁiding of student learning ;nd the evaluation of learning is

fhe reponsibility of faculty from the }articipating dep;rtments. There arve

somg institutions that have completely decentralized cooperative educatio;

/// ‘making each department involved in the program assume total respoﬁsibility i

_ including the development of jobs and the placement of students.

[y

Student'Participatioh. " A small number of institutions has cooperative
educati;n mandatory for all students majoring in participating departments.
At this pofkg;though, these are by far the éxception, The vasg ﬁajority of r
colleges bave%@oopefative education as an option. Many of these programs are

selective with students having to meet certain levels of academic performance

“ before they are accepted.

'ﬁwardigg Academic Credit. Only recently has academic credit been
awarded for céoperaqive education. As recently as 1969, according to Wilson,

-

only 14 percent of cooperative education pfograms provided credit (3). By

a

1978, just about two-thirds of the thousand plus programs provide credit.

In most instances, these credits are non-additive in the sense that they

are accepted by the department as counting towards the numbers of credits

t s :

required for the degree. The medium number of credits provided is 3

for any one cooperative education experience.. In some programs however,

student® receive as many as 9 credits for a single cooperative educatisn

experience,

- ~ [ et [UR—.
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. cognitive base for student learning on the work assignment,

-7~

lntegrating the,Classroom and Work Experiences. Two basic techniques -

have cvolved that link tlie classroom and work exgerience and provide a

L4

mechanism for evaluating the student ‘learning. These techniques are_

learning contracts and 13 nking the cooperative work experience to a specific

course or. series of courses. ,

<

Learning contracts are an agreement among the student, the faculty,
~

and at times the employer on the learning goals that the student is expected

S

to achieve and for which he/she will be évaluited. One form of the 1earn1ng
contract, &nd one that is used particularly at community colleges, uses

meagurable behavioral objectives. Each objective in the contract specifies,
in measurable terms, what the student will achieve, the time frame for. attaining ~;

the objective and the method of measurement. A substantially different approach

2

to learning contracts. is having the student submit a proposal for the pProject

~

or paper that will be completed diring the cooperative education work experience.

This may include a review of the literature. 1In effect, this approach.closely

resembles a traditional field research project.

‘A number of institutions have begun to link the cooperative .education

experience to .a course(s) that either already exists in the discipline or

o

has been especially developed for the program. The class provides the

~

In some instances,

the class is offered concurrently with the work experience. In other instances,

the work experience follows the completion of the class. The eévaluation

technique, used can - be a paper or a project.

i .
Otlier techniques used to evaluate a student's cooperative-education

experience include employer evaluations, evaluations by the cooperative education




staff member visiting the student at the job site, and/or a student self-cvaluation.

,Stili‘another technique used are training qgreements'Bntween the employer and
the eduéaiional institution that commits the employer to a specific job

1degdriptionathat specifies the tasks the student will perform. Soma
;nsgithtions‘uséltraining agreements together with the number of hours that

a student works to determine the number of credits to be awarded.

.
-




A CASE_STUDY OF A MANDATORY COOPERATIVE EDUCATION COLLEGE - LAGUARDIA COMMUNITY COLLEGE

- LaGuardia Community Qollege has pioneered cooperative education as the

~

: . Pprimary educational’ strategy for seérving non-traditional, inner-city students.
This institution, which opened in 1970 with.lesshthan 600 students was es-
1
tablished on a. mandatory cooperative education basis to- include .all full—time

’students in all disciplines. In the first ten years of Operation, the college

——— W e e o e e e ,.v.____*._.,_. [ - Sy e -

has grown ten-fold, now enrolling more. than 6 500 full-time students. This

. ‘growth has occurred in the face of dwindling_enrollments at other colleges of

™

the City University of}New York. ! ‘ .

Pl

A demographic study .of freshmen in 1978 provides some background”

.on the characteristics of the LaGuardia Community College .student.

A

The majority of freshmen were under 21 years of age, ‘more than 75+ percent

‘“belonged to a minority racial or ethnic group, and almost 70 percent were

women. About one—fourth of the students were foreign born,'and almost one
xstudent in three reported that English was not the primarv language spoken

at -home. The median family income was about $7700 per year, placing students

in the lower-income strata of persons residing in New York City. Most working

‘parents of freshmen were employed in blue-~collar, service, semi-skilled, or

unskilled jobs. The majority of parents had no formal schooling beyond

" the high school level. '
’ Relatively few freshmen did well 1n'nigh schooi and about. 80 percent
reqoired st least some basic education~skill remediation. * Their primary
reason for going to college was to improve their economic status. As a‘community
college committed to "comprehensivenessdi LaGuardia offers programs that enable

. . M A A s
studants to transfer to senlor cdlleges as well ds programs that prepare students
s »

D for entry into the labor market upon completion of their two;year degree'(a).
‘ “~

-t
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The cbopérativé edu;atibn pfograg,;hat has evolved over the college's

-

brief existence has many components designed to provide students with structure
-and with a close interaction with the faculty coordinator. Appendix A provides

a brief overview of the LaGuardia cooperative education program. At LaGuardia

.

T : ‘Community -College; cooperative education is offered in an alternating,format. -

Althoﬁgh it* 18 mandakory for all fuil—time studenfs,‘it is optional for all

1 3 t kY

part-time -evening students. For the former, .students must successfully complete

.
.

3, threg-monﬁh,cooberative education work experiences for which a .total of

MERY

) 9 academic .credit units i1s awarded. The specific goals of the LaGuérdia
coqpératibé education. program are: that studeats will (1)apply khowledge

learned in .the clégsroqm, (2)explore and reality-test career options, (3)clarify
- i '
P work values through an improved .undergtanding of. themselves and the work

“ -

y . environment, and (4)have an expefience»ghat'pgomotes personal growth aﬂd
devéiopment. |

Ovér—ghe years, LaGuardia has ﬁééused‘on develbping structural lihkggés
between’the work ang classroom experience. Conceptually, the learning

. . . ) \ )
potential inherent in a cooperative cducation placement is seen as inclueing both .
. ; . T W, Yy
- 1 A ¢ % v

E ) the bo;k éctivity as well as the environment. in which the, work takes plagev'

4 An'instructionai\sfstem to integrate the tw; components has been developeg.

. | and given the ac;onym TAR -~ Teaching of concepts in: the classroom, subsaq&énc
Application Qf‘these concép;s while on the cooﬁerat;ve eéucation work gssignmen;,\ -
ané Reidnforcement and ngibction of these concepts by means of an eveniﬁg \\

' s ° A

semiﬁar,taken‘concurrently with the work experience. Field manuals have begn

L rane

developed by faculty which gride student learning and which iunclude assighments

that,directly reflect concepts that: have been iniFiaIl§ taught in classes

—r

ﬁha<$tudent has taken. AppendixB is the field manual developed for the anthro-

>
LY




Co pology section of the Introduction to Social Science course to which the

K

first coopérative education placement of liberal arts majors is tied.

N

The course is an overview of the social science disciplines. Therefore,

. similar @ectiona have been prepared for aociology, psychology, history,

; Politlcal scierice and economics. .

Since 197%; data’have been collected on the. labor market performance
Ry

~

.. of LaQuardia graduates, including their starting salaries. In 1978 and 1980

. information on ‘turrent salaries and job positions were also collected about

prior gradustes. The 198% longitudinal survey is presented inzAppendix C.

" 4

:, . These data show that graduates are doing well as measured by their performance

N N .;\

- in the labor market. Over‘'time, graduates are moving into positions of greater

authority—and reaponsibility.' ' ,% _
A - : ‘
. LaGuardia Community College also houses .an alternative high school on 1:3

campus--the Middle College High School. 1Its primary mission As to keep

in lchool thoee youngsters who have been previously identified as probable

drop-outs. The. high school requires tne cooperative -education. experience

-(on eithet a full- time or part-time alternating basis) for each of the thrge

" years students attend the Middle College.. The Middle Qollege has achieved

significant results which its administration believes is ‘in large part due to

. the cooperative education'program. Thus, for'example, despite a high-risk

. student -population, the average daily attendance rate is about 84 percent,

aignificantly higher than the New York Citywide average. The attrition

. rate is less than 20 percent—-an impressive statistic for a population that

has been characterlzed as probable non-persisters and one that compares

-

v very fnvorably with the Citywide rate of 50 percent. Approximately 85 percent .

of the graduates go on to higher education. -
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4. Couwprehensiveness is the big philosophical concept which distinguishes.

* community cotleges from other institutions of higher education. The

term incorporates these characteristics: open admissions policy

. providing entry to all students regardless of qualifications; diverse

S curricula including remediation programs for students with inadequate

9 aducational skills; transfer programs for those interested in the

: baccalaureate degree; career programs.-for students interested in enter-
ing the labor market with a two-year (associate) degree; a strong
emphasis on counseling. and advising support services; and a broad
community service and,continuing education programs designed to feet

. the .needs of adults in the geographic area served.
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Abstract

"This paper reviews:-what is known about the -educational effects. and economic
corisequences of :RPL: .programs. Available. research™grovides little information
on the extent 'to whith RPL encourages- individuals’ to enroll, to choose among
institutions, or to choose a specific field of study. Moreover, mogt studies
addressing the econdmic consequences of RPL are seriously flawed. Four projects,
in process and proposed, would provide some of the information necessary for a more

reasoned appraisal of the.economic and educational implications of RPL.
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In 1981, an estimated one million individuals will participate in programs
which effactively award academic credit by recognizing prior learning. These
programs range from credit or placement by examination (the largest in volume) to
credit through assessment o porttolio_materials. As an alternate means. of assessing
competencies, thase programs can greatly,iﬁfTﬁ%ﬁte the decisions of individuals,
institutions, and state educational agencies. !Yet, after more than d decade of
extensive experience with RPL programs, we still know very little about how these
programs affect decisions and the-magnitude of the financial costs and benefits
from the programs. ¢ ‘

The purpose of this paper is to critically review the extant research fihdiﬁgs

~,on the effects of and economic consequences of RPL programs. Sections I through IV

below consider the effects of RPL programs on enrollment and attendance decisions
of program participants. These effects include induced enrolliment, time-shortened
degrees, changes in field of study and course selection choices, and improved
retention, The enroliment and attendance effects of RPL programs imply potential
financial gains or losses to program participants, their institutions, and the states
-which subsidize their continued matriculation. Studies which have attempted to gauge.
the size of these financial impacts are reviewed as well. Section IV contains a

review of available research on the costs of implementing RPL programs.]

No attempt is made” to evaluate studies on the quality of RPL programs: in short,
the‘program§ are assumed to provide accurate assessments of prior learning.2 Further,
the effects of RPL programs on'later economic and career successes are not considered
here. The latter effects really raise the issue of whether, and to what extent, the
content of academic-programs'contributes to learning and to later earnings (the
"screening” hypothesis).3 Finally, this paper ignores several other methods used to-
recognize prior learning, such as skipping the senior year of high school or simultaneous
enroliment in high school and College courses. These programs tend to be modest in
size, partly because they are available to a small segment of the population.4

] Several ‘generalizations emerge from this review of research on the effects of n\
RPL. .. ~ .

’

First, the majority of the studies have been conducted at inctitw+ions, In
some cases, this leads to conflicting results (perhaps due to Untestea drrferences
1in student clientele or the institutional academic setting). Moreover, the institutional
focus precludes an adequate examination of the effect of RPL programs on the decision
to enroll (particularly among groups not traditionally served by higher.education).,
the decision to choose 2.particular institution, and the ability to transfer credits. -

' These shortcomings are, important, because the case for public support of RPL programs

can be madé, in part, on their ability to induce non-traditional enroliments.

Second, studies of the financial effects of RPL programs are, in most instances,
seriously flawed. Many assume time-shortening or course selection responses of RPL
Participants thdt, in fact, do not ‘occur. Potential financial effects from improved:
retention of students are simply ignored. ' When the presumed responses of recipients
of RPL credit have been used to obtain dollar estimates of the effects, most studies
employ naive, incorrect assumptions about tuition schedules and state funding
mechanisms. Further, they.do not gonsider how institutions combine staff and
physical resources to provide instruction. The latter critically affects the size
of potential cost savings from offering fewer classes at the margin.

Third, as Va]ley (1980) and the authors of papers in Valley (1978) indicate, most
studies  are quite dated and many are unpublished.
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- Finally, while research on the subsequent academic performance of successful
RPL candidates has appeared, very little research on the differences in economic
“outcomes" .such as employment and earnings resulting from participation in RPL
programs.is available. | ‘ . o

) The paper concludes with an assessmént of current and proposed regeé;ch
initiatives. In-particular, I consider the extent to which the proposed work will
overcome the weaknesses revealed in prior research and I suggest additional lines

©of.inquiry 50 address still unanswered questions on the effects of RPL programs.

i L. Induced Enroliment } . R : =

. LY

Do RPL programs encolrage individuals who otherwige would not enroll to do so

(and at which institutions)?

4

Although many assert that credit by exam programs have encouraged: enrollments,

" . the, evidence is very tenuous. Buckner and Cox (1974), Fagin (1971), and Burnette .

. (1971) assert, with anecdotal evidence, that adults do enroll in response to successful

. . participation in RPL programs. -About a third (29.9 percent) of a follow-up survey

- of successful test takers at Metropolitan State College. indicated the RPL option

- affected their decision to pursue postsecondary education (Kennedy 1976). However,
Furlong's survey of public school administrators in Florida revealed .a relatively ",
small share (30 to 40 percent) who believed credit by examination brought in new
students (1977). ‘A survey of state policy makers also revealed some skepticism about

* the use of programs affording time-shortened degrees (Smart and Evans 1977).

Most RPL programs are intended to attract non-traditional students: adults,

- " spouses, employed individuals who cannot affort the time or dollar cost of a regular

: ¢ course registration. However, data from the College Board and the National Longitudinal

_- -Study of the High School Class of 1972-seem to indicate that RPL programs serve
indfviduals who might have enrolled without the RPL option. College-Levél Examination
Program {CLEP) data show that over 75 percent df those receiving credit are already
enrolled full-time (Shea and Grandy 1977). Barely 60 percent are above age 18 when
they sit for the exams (Shea 1977). As shown in Table 1, participants.in RPL programs
from & national sample of 20 year olds tend to be white, female, and from high SES
households.5 .The 1974 survey also reveals about 4 percent had taken college-level
courses while in high school, 6 percent received advanced placement, and 9 percent
received credit through a special examination (eg., CLEP). A 1979 survey of admissions
practices shows somewhat higher percentages receiving credit or advanced placement,
ranging from an estimated 15-16 percent of enterirg freshmen at four-year colleges
to 10-11 percent at two-year institutions (Van Dusen®'1980). : .

-

) Taken together, these findings provide 1ittle evidence to indicate an increase
in-enroliments, particularly from groups not traditionally served by higher education, .
- +as & résult of RPL programs. . . . .
; There does rappear to be some evidence that RPL options influence the college
. choice decisions of potential students. Sixty percent of the students choosing the
three-year program at_the Brockport campus of SUNY would-apparently have enrolled
elsewhere 1f the optfon were not available (Radloff 1977). Fifty percent of a group
. which established credit by exam at Worcester State College said the option was “a
. possible factor" in cqllege choice (but 91% indicated it was "not decisive"). The
University of Iowa, which administers CLEP exams to entering freshmen in June each
year, finds almost all of the.test takers enroll in the fall (compared to about

Q




80 percent of the applicants accepted for admission to the f}eshman class). About
~18.1 percent_of those receiving RPL credit at Metropolitan State College felt the
exams affected their decision to attend MSC. .

Although the accumulated evidence is somewhat clearer with respect to the
effect of RPL on {nstitution choice, the studies rely on student-reported assessments.
These assessments may reflect not SO much the use of RPL programs, but the effect of
“other"student'(or'1nstjtut16ﬁél) attributes on college choice. To overcome this )
limitation, ‘Wagner (1979) has proposed a study which considers the effects of RPL
Programs in the context of an enroliment demand model.

II.  Time-Shortened Degrees.

- Do students with RPL.credit graduate ahead of schedule? What financial benefits
©o2re associgsgd‘yith time-shortened degrees? I consider each in turn.
4 TN . . v
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The evidéngé.on the time-shortening effect of RPL programs is sketchy. Overall,
the available data indicate that the majority of students receiving credit through .
examination do‘not graduate earlier. First, in very few instances do successful CLEP
candidates avérage more than 8 to 10 hours of awarded credit through examination.
For example, <the Florida -candidates in the university system received on average 16
.credit. hours,. while those in the junior college system received an average of 8 hours
"of .«credit (adapted from Furlong 1977). At Arkansas State University, about one-half
of the test-takers receiving credit were awarded 9 hours or less (McCluskey and
Richmond n.d.).: Stallings, et al, report that those successfulﬂy taking exams for:
credit at_the Unjversit of I1linois.do graduate somewhat earlier, but the difference
- 1s not very greaﬁ;(1972{. Enger anc Whitney (1974) provide data which indicate

students with CLEP credit graduated earlier than.those without examination Credit,

but subsequent regression analyses seem to suggest most of the difference in .
accelération is explained by differences in college grades, the ACT score, and high
school rank. Since these Variables, and CLEP credit hours, tend to be highly collinear,
the statistical results need to be viewed with some skepticism.* . . v

Other studies provide evidence of acceleration. Kolstad (1978) found that -
participation in RPL programs significantly increased the amount of credits earned,
-even after controlling :for other student attributes. In Caldwell's study of University
of South Florida CLEP candidates awarded credit on at least 4 out of 5 exams éonly
10 percent of those receiving credit), less than half (46 percent) estimated they —
had saved- one' year of schooling (1977). However, a second comparison indicated that
the students with large amounts of CLEP credit graduated in 3 1/4 years at the same
rate as similarly able-students without CLEP credit did in 4 1/4 years. Comparable -
findings emerge from studies of test takers at the University of Florida (Legg and
Webb 1976; 1977), California State (1975) and Miami Dade Community College (Losak 1978).
These results do ‘suggest that at least those with about a year's worth of RPL credit
do tend to graduate a year earlier.

“

Given these findings, what canbe said about the eégnomic consequences of- time
shortening -a-degree program? The accumulated research. implies the "sav1qgs" to )
students, institutions, and states are substantial, but most of these stidies are flawed.

If students had been required to enroll in and to pay tuition_and fees for ;he
courses for which they received credit by examination, the nationwide gross "savings"
to the students have been es:imated to total at 1east.$6 million .(adapted from Darnes

o - ————
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" . implicit assumptions that either

-
.
he —
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1976). Similar calculations suggest tuition “savings" of $444.05 per successful s .
candidate at one public university (McCluskey and Richmond, n.d.) and $85-$100 oo
per successful candidate in one state where CLEP is widely used (Furlong 1977). -
Unfortunately, these figures are grossly misleading. The estimates requ.re the
%a) the student enrolled for fewer total hours

and hence realized direct savings, or (b) the student wquid have enrolled in the
exempted courses and completed all the courses in his “%after credit" program had
RPL credit not been awarded. The evidence suggests that neither assymption is true. .
First, among full-time students, tuition and fee charges tend to be the same from
a twelve credit hour 1rad on up. A studert receiving six credit hours through an
RPL program could have registered for twelve hours instead of eighteen and incur
the samé tuitidn and fee charges. More important, as discussed above, reiatively
few of the test taking pool graduate ahead of schedule.

Studies of the financial impact of time-shortened degrees on institutional
" budgets assume that as studénts receive credit through RPL they wili go on to
graduate early. As a resuli, *fewer sections of courses need be taught and instructional
costs may be reduced. For example, Arkansas State University eliminatec ections
of English Composition I from 1969-70 to 1975-76, 'while freshman enrollment increased
°v 20 percent (McCluskey, n.d.). Over that approximate period, 60 percent of the
2403 ASU students who took the CLEP English exam réceived at least 3 hours crédit.
Furlong reports a cancellation of 41 sections of freshman English at Miami-Dade
Community College in the fall of 1972, apparently attributable to increased CLEP
credit (1977). In his review of the CLEP program at lLehman College, Tittle (1974)
estimates that sufficient numbers of CLEP credits were awarded to yield a cost
savings of 347,880 to the college (for course sections not taught). Henion (1980)
generates similar ‘calculations for North Carolina institutions. *Finally, the
"Carnegie Commission estimated that a straight forward three year baccalaureate
degree program could result in 10 to 15 percent fewer undergraduates and a similar
- redu.*fon in expenditures (1972). Savings in instructional costs from RPL programs, -
becs.se of their more limited eligibility, would hardly approach the Carnegie total.

L

Again, these estimates do not accurately capture -the effects of RPL programs on _
t"e irstitutional budget. As discussed earlier, the evidence on the time-shortening
effects of RPL credit is not persuasive: many who receive credit-elect to. remain
for the entire four-year period. For example, the "savings" from fewer English
sections at Utah were-apparently offset by the costs of additional sactions in
literature (Furlong 1977). In Florida widespread reductions of course offerings does
rot aspear to have rasulted. Seventy percent of public seztor administrators
frgicated ro-major course changes (eliminations or advanced offerings) as a result
of CLEP ‘Furlong 1977). Of course, this patiern could change snould RrL programs
galn in pooularity. .o .

Sezond, even accepting that some students do graduate early,.the institutional
" L.dget may be tiyntened Hecause the cost savings at the margin are slight and
institutional revenues fall with fewer students enrqlled. The Florida public sector
administrators aré very ‘aware of this potential impact. Furlong reports that 70
sercant favor s.me change in public funding because of potentially reduced revenues.

Studies focused on the financial effects of time-shortened degrees on state
funiing argue that as successful RPL program participants enroll for fewer credit
nours, subsidies to institutions and students may fail. For example, over five
sears the state of I1linois "saved" an estimated $1 miilion in $ubsidies to community
cnllages.  In Florida, the "savings" measured $6 million +in 1274-75 alone (Furlong
1377). Bsiimates for individual institutions suggest substantial "savings" as well
(Staliings, et. al. 1972, McCluskey, n.d.).
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/"-Aggin, these estimates tend to mislead because they implicitly assume time-

- ‘shortened-degrees. Since as noted above the successful participants in RPL programs
. (CLEP) apparently elect to remain on campus for almost the entire term, FTE
enrollments and state subsidies would not be greatly affected. Indeed, in a recent.
survey barely 40 percent of state policymakers anticipated reduced student aid .
outlays with increased use of time-shortened degree programs (Smart and Evans 1977). .

For similar reasons, RPL programs are presumed to reduce the need® for new

facilities construction. . The Carnegie Commission estimated that one-third of the
capitgl costs .in the 1970's_could have been eliminated with the adoption of a
straightforward three-year baccalaureate (1972). In Florida, public sector college
administrators seem to concur with the apparent reduced need (Furlong 1977). But,
unless students elect to time-shorten. their degree programs, no capital cost savings
would emerge. ‘Moreover, except in those states experiencing population and/or
,enrollment growth, the demand for capital expenditures in the near term should be .
minimal. = The more common problem may well be underuse of facilities.

{

In summary, the evidence'fega}ding time-shortening of degree program§ appears -’
'to’ suggest that about. 10 percent of RPL participants (the share with a_year's ya

worth of credit) do graduate earlier than their péers. Yet, the studies of thg//’-
t

economic effects of time-shortening ignore these results, assuming that a credi
hour received through an RPL program will translate into one less regular crédit
hour to be paid for by students,one less credit hour of instruction to befaid for
by -institutions, and one less credit hour of schooling to be subsidized by states..
This is just not. true. . ' ’ /////Q .
Beyond the faulty assumptions about time-shortening respopsés of RPL participants,
the studies proyiding estimates of financial sevings assume ome implicitly) that -
the rediction in credit hours taught will bring about cost savings equivalent to
average cost per -credit hour of regular instruction. _Among other thiigs, these

cé1cg1atibns ignore the sizeable fixed poiii/jijg£;Ed by institutions in the shoft :
run. . . ‘

II. Changes in Field of Study- ard CourSe Selection Choices”

" Do students with RPL credit choose different fields of study, more (or fewer)
" advancéd courses, or more (or fewer) courses in the field from which they have
received RPL credit? And, how do these choices affect institutional costs and
revenues? [ exammine the research in each area bg]ow.,

Several institutional studies reveal differences in the distribution of field
of study choices between RPL program.participants and other students. At the
University of Florida, Legg and'Webb (1976) found freshmen with CLEP credit were
more likely to be enrolled in business or social science curricula and less likely
0 be pursuing science as. a plan of study. "Meenihan's investigation of CLEP use among .
XVaning stu ents (average age of 31) at the University of Pittsburgh produced :
slightly different results. Recipients of substantial credit through CLEP (at least
30 °credit hours) were about twice as. likely to be enrolled-in social science and
science curricula as their peers without credit earned through RPL. On the other
hand, while 21 percent of the non-CLEP group (no RPL credit) chose business as a
field,of study, only 13 percent of the substantial CLEP-credit group were business
majors (Meenihan 1976). While the differences in the findings of these two studies
may result from the individual student or institutional attributes not considered in
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elther (age of RPL participant, size of degree programs by field), neither provide
a basis.on which one can generalize the effects of RPL programs on the choice of a
field of study. ~ .
The findings related to the®effect of RPL programs on subséquent selection—of
-~ 1ndividual courses appear to be more consistent. Successful credit by exam participants
- - apparently do take more advanced courses. At Utah, for example, increasing use of
.. CLEP attended the reduction in freshmen English sections and an increase in literature
.- sections (Furlong 1977). The very successful CLEP students studied by Caldwell
7 -enrolled in advanced courses at the same rate as their similarly able peers (1977).
Using an ETS-College Board survey of institutions receiving CLEP scores, Grandy
+. and Shea. (1976) report that at over half the institutions, a majority of those
- receiving CLEP credit took advanced courses in the same area (except for social
sciences and history). At Worcester State College, 49 percent of the successful
test takers planned to enroll in advanced courses in the same area (52 -percent
actually did).
<A . .

>~
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. What can we conclude about the financial consequences of course selection

2 ’effects of RPL programs? For students, the effects relate primarily to potential

© ' later economic successes. Similarly, unless state funding formuiae are tied to
_FTE enroliment by ‘course level, no immediate financial impact on state subsidies .

< MWould occur. .

. . For {nstitutions, howsyer, the cost c6nsequence$ resulting from different .
field of study.and course se ion choices may be more significant. If large
. numbers of students enroll in different courses or different fields in response to
RPL options, two levels of reallocation of resources may be required, Both could
. .1nvolve greater costs. First, the increased demand for advanced courses will require
intensive use (gmaller glass sizes) of mo iV enured faculty. Second,
- ¥ if students are 1in nro nditierent fields of study because of the _
+ alternatives afforded through ‘RPL progranis, resourcés will need to be shifted from
. areas/departments losing students to area/departments gaining students. ~Since many
. of these allgcationdecisions must be made with an eye toward fixed costs in declining
areas, the adjustments may be costly. Moreover, Nelson (1974) has argued that the
natural intransigence of faculty to innovation plus an era of stable enrollment
and funding mitigates against substantial expansion of RPL programs. In any eveit, -
differences ,among academic areas in the concern about the suitability of and support
" for RPL options creates a set of incentives to prospective students. As students
. respond,- the need to adjust the allocation of résources, and the cost of these
adjustments, may be significant. '

To date, nolétudies of these intra-institutional effects of RkL programs have
-been completed. ‘ ) .

) N . v o
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-+ IV, JImproved Retention
) .Are students with RPL credit more likely to persist to degree completion (and |
at which institutions)? Does improved retention resulting from RPL programs greatly
fncrease <institutional revenues? ' ’ :

The eyidence from the accumulated research to ddte sugéests students with RPL
credit are more likely to persist than their peers. -Kreplin's 1971 review of studies
indicated broad agreement on lower attrition rates resulting from credit by examination
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placement. Subsequent studies, summarized in Furlong (1977), report similar results.
In an attempt to compare students with a year of CLEP credit to similarly able, non-
CLEP students, Caldwell shows a markedfy better retention/qraduation rate for the_
CLEP ). He gautions that the difference may be overstated because he
could not track those who transferred. However, Losak (1978) notes higher two
year college graduation rates (69 percent-vs. 44 percent), higher University
. enroliment rates E51 percent as compared to 35 percent) and higher university
= graduation,rates (30 percent versus 15 percent) for CLEP credit recipients entering
' Miami-Dade ‘Community College compared to'a group of similarly able students who

~did-not' receive CLEP credit. Unlike Caldwell, Losak did track those who left
school without,a degree. . :

-

- While these results suggest improved retention overall and within an institution
which offers RPL credit, they do not address the related question of whether RPL
. credit inhibits transfers among institutions. Moughamian (1976) argues (without
evidence) that standardized exam credit (eg., CLEP? more easily transfers than
regular course credit. On the other hand, Caldwell Suggests the greater retention
of students with CLEP credit at South Florida implies that fewer do transfer (1977).
The question remains unanswered. ' ‘ ,

o

: Since improved retention of RPL program participants could partly offset

’ enfollment declines associated with time-shortened degrees, the financial effects
‘on institutions may-be quite important, Moughamian (1976) observes that state = ‘
funding, in some cases, is based on mid-term enrojlment. Lower attrition afong
RPL program participants would “protect” the public subsidies in such cases. However,.
none of the institutignal studies have attempted to estimate the magnitude of the “
tuition and public subsidy revenue attributable to improved retention rf recipients
of RPL credit. ’ - :

. “~

- V. RPP Program Costs

A program of RPL. imposes direct costs upon the postsecondary institution. Test
development and validation or portfolio assessments can be very expensive. But, even
using CLEP, AP, or other standardized tests; the grading, periodic norming and
evaluation studies, test administration, and transcript recording expenses are not
insignificant costs. Jamison and Wolfe (1976) describe the economic context in
which the institutional costs of an RPL program can- be evaluated. Their discussion
‘usefully draws attention. to the links between alternate rocedures (regular .
instruction, credit by examination, portfolio assessmentg and similar outputs.

. In so doing, they highlight the potential economies resulting from RPL options.
.+ * Several studies have attempted to make these comparisons. e

Stallings, et. al. (1972) estimate the institutional costs of providing credit
by examination for the University of I1linois at $63,000 ($7.09 per credit hour)

) in 1970-71. Significantly, the authors report the instructional cost per credit .
hour measured more than $15. Therefore, assessment by examination apparently costs
less than assessment through regular “instruction. At Arkansas State lniversity,
where the students pay a fee for taking CLEP, annual costs for the cest center
total less than $5,000, most of which is reimbursed by ETS (McCluskey n.d.). This
cost figure does not include the expenses for faculty validation and norming of the
test instrument (accounting for more than haif of the annual expenses in the University

* of I1linois program). Othei earlier studies reviewed by Kreplin (1971) also excluded

the costs of faculty time in test development and norming. -
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Sharon (1976) estimates the cost of assessment in experiential programs at
$200-$300 per student, but many of these programs, still in development, are likely
to be more expensive than academic assessment. A 1974 California State study of
experiential programs implied that the increase in student/faculty ratios for
assessment programs would bring per credit hour costs in the RPL program down
closer to the costs incurred in regular instruction (California State University
and Colleges 1975)." This latter study, unlike many of the others, implicitly
recognizes that marginal cocts may differ from average costs in RPL programs. As
Windham (1980) suggests, the difference would be an important consideration for
the institutions implementing programs. However, no research studies to date .
have explored this question. . ’

VI. The Need for Further Research .

The accumulated research answers only some of the questions about the
educational and financial effects of RPL programs. The studies provide considerable
evidence to document the size of RPL's time-shortening (of degree programs) and
retention effects. However, the studies are especially weak in generating estimates
of the induced enrollment, choice 5f institution and choice of field of study effects
of RPL programs. Further, no completed study has adequately measured the financial
consequences of the educational choices resulting from RPL programs.

- Two recent projects are filling in some of the gaps in research.

" In 1979, the College Board initiated a broad study of the economic implications
of credit ty examination (College Board 1979). The principal outcome of the work
of the project's advisory panel is the development of a method to realistically
assess_the educational and economic consequences of RPL programs for students,
fnstitutions, and the public. The method employs a student response model to
generate estimates of the numbers of individuals encouraged to enroll, to time-
shorten their degree programs, or to select courses in particular departments.
The estimated responses of individuais are then used to derive financial costs and
benefits. Unlike previous studies, however, the financial components are obtained
by examining the institution's own methods for allocating staff and space as well
as short run constraints on the allocation process. Further, actual tuition schedules
and state funding mechanisms are uced to generate student and state benefits and costs..
When implemented, this method will provide accurate and reéalistic estimates of the
costs and be, _fits associated with RPL programs.

A second study, droposed by Wagner (1979), seeks to estimate the extent to

" which awarded c-edit by examination affects the enrollment in and duration .of
. baccalaureate programs of study. Wagner plans to use the National Longitudinal ,

Study of the High School Class of 1972 (NLS).7 The NLS contains questions on the

use of RPL programs.8 When combined with cther respondent and institutional data,

this project may provide estimates of the effects of RPL programs on induced

enrollment and ¢{inee-shortened degrecs across all types of institutions. However, . -
since the data refer t3 recent high school graduates, tie effect of RPL credit on

the attendance decisions of adults.will not be estimated.

~-

Two other areas, unexplored in any past or curren% study, deserve attention.
£ . . .
First, does pa ticipation In RPL programs affect later career success (employment,
salary, etc.)? Measures of these "oufcome™ effects of RPL are necessary: to confront
ques ttomsabout whether the programs are educationally sound. This study wculd
réquire data collected through at ledst the early working years from a matched

L]




those without RPL credit who graduated on schedule would be examined. jSimilar
analyses could be performed for those with RPL credit who revised the content of .

A second line of research could probe institutional and faculty responses to -
RPL programs. Studies of institutional practices, continue to show wide variation
in-the use of RPL programs. A recent survey of admissions officers revealed that
differences in the use of the programs will 1ikely continue into the 1980's (Van
Dusen 1980). Still, no available research analyzes the jnf]uenceéﬁoq the supply
of RPL options available to prospective Students. Specific questions: to be addressed
include: Which institution or faculty attributes appear to be associated with the
* adoption or emphasis of RPL options {(e.g., size,.Sectorl.urggna_sglgggixe)? Does

‘the -use of RPL programs in statés and at institutions over time, using simple. regression

techniques, might provide some .usefyl insights into the significance and size of

potential influencing variables (e.g., state funding mechanisms, declining enrolliments,

-etc.). Perhaps administrators might wish to offer incentives to reluctant departmen@;

(qlong the: 1ines of those in effect at the University oﬁ;Pennsy]vania). _ )
~*RPL_programs might well increase.in importance in the 1980's. For one thing,

lower collegiate enrollments will certainly follow the decrease in the size of traditional

college-age cohorts. Although this decrease has been anticipated, there is the_more

alarming, somewhat unexpected drop in enrollment rates from this potential student

. group. Some économists argue- the dropin enroliment rates from 58 percent-in 1970 to

48 percent in 1930 for 18 arid 19 year old male high school graduates has resulted

from an apparent decline in the- returns to a college degree, while others refer to .

rapidly escalating tuition and other out-of-pocket costs of attendance as incomes rise

more stowly. RPL programs offer a means to soften the effect of these trends on

enroliment rates, 1f successful participants now enroll because a shorter degree

program ‘means ‘considerable cost savings (and a higher rate of return .on the investment).

Moreover, the RPL option could ease perhaps the more important time constraint among

older adults who.have not completed college. As the post war baby boom cohorts age,

the latter group will represent an increasing reservoir of potential enrollees who

may ‘be induced to enroll if they receive credit as "rewards in the coin of the realm"

{0'Hearne 1972)+—To0, expanded RPL programs could lead.to lower state subsidies (or

at least-lower per student subsidies), since state funding of public institutions is

:enrolliment-driven. . - . ' ‘ ’

Still1, these potential-effects on institutional and state'bquéts remain °
unknown.  "Without additional research, informed decisions on the appropriateness
of RPL &5 an alternate means of a§sessing competencies are just not possible.
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Table 1

¥

Earticipants in RPL Programs by n
" 'Sex,. Race, and SES . .

(Nationa] Longitudinal Study of the. High :S¢hool C]ass qf 1972

éSex., )
0 Male
Female
K Race
“White
Black
Hispanic °

. Am. Indian
¢+ -Qther

| SES

Low .
Middle
High |,

SOURCE:

2 1/2 Years After High Schoo] Gradu..ti on).

Total . L
* Population ... RPL Programs ,
S o Cbeeéé*Wérk - e . 552c1a}
" "While. in Advanced T Exam
High Séhool [Placement  .(CLEP, etc.)
100.0% "100.0% 100.0% © 100.0%
52.5 45.7 Co 49,4, 53.7
47.4 543 . : 50.6 . 786.3
100.0 100.05.  100.0% . 100.0%
. - - ‘o
~ 85.6 80.5 ° 86.5 “91.2
N 1.2 7.2% 7 3.4
2.4 3.5 2.4 . 2.0
.5 . 3.0 « 2.0 1.6
3.3 1.8 1.9 1.7
100.0% 100.0% 100.0% 100.0%
" 13.5 7.5 s 10.0-° * 9.6
45,2 37.7 - . 32.0 33.8
41.2 54.8 58.0 56.7
National Center for Eduéat1on‘5tét1stics
Tabular Summary of Second Follow-Up "
QEE?%TEEEETFE‘UETa,‘197/ N ‘ .
< « 7 ,
« o ) "" . 1% !
e [ j |
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b
AN




NOTES

4

I would 1ike tc thank John Valley for providing access to numerous unpublished
studies. Of course, any errors of omission or commission are’mine alone.

1. The paper draws heavily from recent reviews. of available research contained
in vValley (1978;. 1980). + Much-of ‘this work relates to one type of RPL program --
credit by examination. Although limiting, to some extent, the conclusions which
can be drawn about the effects of ‘other types of RPL programs, the available.
research on credit by examination accurately reflécts the volume of and interest
An thi's particular RPL program. ! .
2. In part, the programs are validated by the ‘satisfactory performance of program .
participants in their subsequent academic programs (see, e.g., Losak 1978).
Readers interested in the results of norming and validity studies for credit -
- by examination programs ‘such as the College Board's CLEP should consult
..Valley (1980) and Flaherty (1981), and references cited there.

salariés are available. Several rely on student perceptions (Losty and :
- Gardiner 1978; ‘Losak: 1978; Watsky 1978; and Pringle and Murphy 1980). Beshiri ’
(1978) finds participants in Florida International's External Degree program
fare - as well as traditional graduates in-career advancement. Tully (1477)
compared the graduation rates, promotion ratés, and salaries of CLEP credit
recipients and non-CLEP participants enrolled in a special master's degree
‘program for vocational teachers. While graduation rates and salary. increases
,were comparable for the two groups’, CLEP credit recipients were almost twice as
1ikely to be promoted to higher rank than their peers (53.7 percent vs. 28.9
percent), Tully.made no attempt to control for other ‘individual attributes
(such as.aptitude) which_.could have affected the promotion decision.

3. Few studies of the effects of RPL programs on subsequent career advancement and

4. See State Education Department (1975), Blanchard (1971), and Tully (1976) for

a8 discussion and review of high school-college programs. Nyquist, et. al. (1977) .
describes three external degree programs in some detdil. ‘n interesting ‘
discussion of assessment of learning in industry training programs can be found

" 1in Duffy. (1977). - " :

Iy
o

5. Abraham (1979) discusses potential barriers to participation in credit:by
examination. programs among the disadvantaged. : ’ .

)
‘

6." These studies also ignore potentially increased expgnses for counseling (see,
e.g., Trivett 1975; Stark 1973;.FurTong']?77)w ’ . {
7. Surveyed initially in the spring of 1972 (and followed up after 1 172, 2 1/2,

4 1/2 and 6 1/2 years), the 20,000 respondents provided detailed information on
current plans“and aspirations, current activities, academic progress, and family
demographic and economic attributes. High school and college characteristics
(including information on credit by examination policies) and local labor market
«data will be.merged with the student data. .
8. The National Center for "Education Statistics recently bedan a second longjtudinal
study (High School and Reyound) which surveyed high school seniors and sophomores.
in 1980, 1nitial plans for the first follow-up of 1980 senigrs, scheduled for-
1982, include three detailed questions on the use of RPL programs. Unfortunately,
the, follow-up appéars to be a victim of the new administration's budget cutting.

» : f
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9. The 1972 NLS data base contains sufficient infcsmation on earnings during the
i early post-college career to-test for any harmful (or beneficial) effects
> of time shortening through RPL .program participation. However, since
information on the respondent's college course selection was not obtained, the
study of the effects of course selec¢tion on outcomes would not be possible.
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Abstract

This paper develops a model, in the form of questions and subquestions, *
that may be used to evaluate the impact on students and stvlient bodies

of programs recognizing the prior learning of students and the award ef
- credit and/or advanced standing. ) )
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In the early part of the decade’ of the 1970s, American postsecondary
education expended considerable energy igudevelbping programs to shorten ‘the e
time required by students to, obtain a bachelor's degree. Some of these
programs focused on alternatives to the'traditionag nine-month, four-year
time-span of student attendance. Othexg focused on ways to reduce the number
of courses students must complete through a variety of programs recognizing
learning that students had previously obtained outside the college classroom.
Substantially all of these programs had as their primary motivating force the
belief that there was less than efficient allocation and utilization of
resources (financial, physical, and intellectual), and a desire to accelerate
the entry of college educated and trained young people into the worlds of work
and advanced learning. -

The conditions which existed when most of these programs enjoyed their
greatest growth provided very good moral and financial justification for their

"use:’ enrollments were climbing, classrooms were full, and placing qualified
,Students out of crowded introductory or-elementz2yy courses and into smaller
elective courses operated to the benefit of all. The decade of the 1980s,
however, is bringing changes to the demographics of students and to the econo-
mics of institutions that call into question some of the assumptions under-
girding these programs. With fewer 18-year olds graduating from American high
school each year over the next fifteen, colleges are reluctant to give up
tuition-paying ¥'full-time equivalents" any sooner than they have to.

At the same time new forces countervail in favor of such programs. In-
creasing numbers of out-of-school adults are returning to (or, for the first
time, entering) postsecondary education to upgrade skills, increase earning

~power, prepare, for career change, or simply to learn how to enjoy leisure
time more fully. These adults are receptive to programs which provide credit
for prior learning or abilities gained from life experiences. The institutions
‘have come to view such programs as important recruiting devices and as a means
of providing some finapcial assistance to this increasingly important part of
their” future market. ¥ -

*  Understanding the impacts of programs to recognize prior learning (RPL),
therefore, is becoming a mandatory part of institutional plagning. -Clearly,
the process 8¢ evaluating theé costs and benefits of alternative methods of '
assessing and accrediting prior learning involves the measurement of two
s¢parate and distinct implications of -the activity: the doéllars and cents
financial costs, and the -human and personal educational costs. A separate
paper examines the financial aspects of the problem. In this paper, the
impact.of RPL programs on students is discussed, and- ¢ ~odel for examining
personal benefits and costs is developed. :

Developing answers for the educational questions which comprise the. model
will require significant data collection. Determining what 5tudents actually
.do with the credit they receive will, in most cases, call for a longitudinal
study to determine whether they have enriched their academic programs through
taking more sequent courses than otherwise would have been possible, or by

-
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taking courses out of their own area of specialization. Such studies, in
addition to the obvious time requirements, call for fairly sophisticated study
techniques including.matched-Rair~groups, regressign analysis, etc,
i

_ It is expected that institutional researchers interested in completely
evaluating the costs of alternative programs will deal with these methodological
problems, ° There will remain, however, some potentially serious evaluative
questions. While senior administrators at an institution may have little
difficulty evaluating a finding that "X" program results in a net loss to the
institution of "Y" dollars for every credit given, they may not be so likely to
agree on the value of a finding that "X" percent of the students granted credit
in "Y" program complete their degree programs in 3.5 years while the remaining :
"Z" percent of students enrich their programs and actually remain for 4.5 years.
Determination of the educational costs will require,much more subjective evalua-
tion (and "valuation'") of outcomes than is neceSsary with the financial implica-
tion. Evaluating the "social" outcomes of the RPL process will, in short, require ,

that value judgments be made. ( »

The primary question to be addressed is: What are the educational costs
and benefits of alternative programs for assessing and accrediting prior learning?
A seven member committee composed of-gconomists, educational researchers and
directors of collegiate assessment offices met on three separate occasions over

the period of a year to discuss, debate and refine the major questions that would

have to be addressed to realize an answer to the primary question -- and_ to
develop a series of minor questions under each major question. The primary,
major and minor questions which were identified are as follows -- and these

questions, taken together, form the analytical model:

PRIMARY EDUCATIONAL QUESTION: .

.

What are the educational costs and benefits of alternative programs for assessing
and accrediting prior learning? '

-
[

*  MAJOR QUESTION I: . .

.

What are the changes in the quality of students enrolled at the .
institution because of programs recognizing prior learning?

MINOR QUESTIONS:

EN

I.1 What changes occur in the number of higher quality students

. who are admitted to the institution because of increased .

h ¢ numbers of applications generated by programs recognizing N
prior learning? ‘

I.2 What changes occur in the number of higher quality students
who, vunce admitted, actually enroll at the institution
because of programs recognizing prior learning?
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I.3 Wha. other changes occur in the. quality of students at the
. . institution because of programs récognizing prior learning?
. - ) '

MAJOR QUESTIONS II: °

)

What are the ‘changes in the quality of the educatipnal experience the
.student Treceives at the institution that 'are attributable.to programs
recognizing prior learning? ' . -

"

MINOR QUESTIONS:

II.1 What changes in the student's choice of major field of study
6ccur because of programs recognizing prior learning?, ’

I1.2 What changes in %he number of credits earned by students occur
because of .programs recognizing prior learning?

4 T IRL2.A fhe total number of credits earned during undefgraduaté study? '

v

I11.2.B the total number of credits earned in the upper division? ’

iI.Z.C the fotal number of credits earned in the major field of study?
IT1.3 ﬁhaf changes oceur in the '""breadth" ofvthé'student's academic
program because of programs recognizing prior—lea{3éng?

II.4 What changes occur in the composition of enrollments in different

types and levels of courses because of programs recognizing
prior learning?

" ZI.S What changes occur in the match between - faculty competendies "

and their teaching responsibilities because of programs

v

recognizing prior learning? )

II.6 "What other changes occuf in the quality of student's educational ,
T experiences because of programs recognizing prior &earning?

MAJOR QUESTION III:

What are the changes in student academic performance attributable to
programs recognizing prior learning? : ¢

-7 -
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'MINGR_QUESTIONS: \ _ )

~ III.1 What effect do programs recognizing’prior learning cause in
student's overall academic performance?

~

?

II1.1,A %S mé%éured»by.gfdde—poin; average or rank-in-class?

- ) II1.1.B as measured by performanice on external measures such
' .. as the Graduate Record Examination? ’
[ ~ "" v . F . - - . .
III.2 What effects do programs recognizing prior learning cause in
. . o . student performance.in: sequent courses?

»
L

ITII.3 What effects do programs recognizing prior 'learning cause in -
X 'student persistence to program completion? Ct ’

. N d . .
'III.4 What other effects do programs recognizing prior learning
cause in student academic performance? :

~

MAJOR. QUESTION IV: -
. “ on - . . . ’ ¢
What are the changés in student post-graduate activity and behavior

v attributable‘tq programs recognizing prior learning?

MINOR QUESTIONS: ‘ h "-\

: IV.1 What changes occur in the number and kinds of postgraduate ‘
options considered by students because of programs recognizing

~ pricr learning? . . .

d IV.2 What changes occur in the number and kinds of students who are- '
* admittéd to graduate and professional schools because of programs
recognizing. prior learning? : !

IV.3 What changes occur in the first employment experience of students
i because of programs recognizing prior' learning?

iV.4 What other changes occur in postgraduate activity and behavior

because of programs recognizing prior learning?

In viewing these questions, ‘two distinctions must be made: ne is the type of
student being considered and the other is the category of college or university
under consideration. The two student groups requiring different consideration
are the traditiongl-aged student enrolling on a full-time basis and the older

or adult student studying on a part-time basis. The institutional distinctions
are between two-year and four-year colleges, and selective and open-admission
“institutions. Some elaboration on these distinctions is helpful as administrators
or faculty seek to use the model.

s .
X ] L N




-5~ - . . . A

1 ‘ 3
[

a

The student differentiation is most obvious: older students attend college
tor more practical and specific purposes than their younger counterparts. The
social, fraternai, -and afhkptic goals, of the traditional-aged student are not
part of the adult student's concern; certification, occupational improvement or
rounding-out a liberal education are the most frequently stated concerns of older

.students. Additionally, the preponderance -of adult students attend college.on
a part-time basis, and view their degreée attainment in terms approaching a decade -
. rather than in years, Accordingly, RPL -serves primarily as a method of time- )
shortening towards‘a degree. The questions in the student model relating to
taking' the requisite number of years to complete a degree despite receiving
advanced ‘standing, or téggng courses outside of one's major, or the effect of
-RPL’ on academic perfqormance -- all relate primarily to the traditional-aged
“full-time studenit.” It is possible therefore, to view valid RPL programs as a
néarly total, good for adult students: it facilitates their entry into higher
education and their degree completion, but detracts minimally from their
educational goals. and attainment. . i
. The effect-of -institutional type in using the student model is also important.
Two-yedr institutions will witness the .least impact on students of RPL programs:
the degree and certification goals of two-year college students are genarally -
quite specific, and the receipt of credit or advanced standing will not normally
effect any change. Additionally, the time for experimenting with different courses
is limited by the 60-credit degree requirement. The one area of interest in two-
» year college impact of RPL would be on the transfer (4-year college going rate)
and employment rate of RPL vs. non-RPL students,

Open-admissions .institutions face problems different from selective institu-
‘tions. The selective, more prestigious colleges devote a corsiderable amourit of
. time to degree content and the meaning of general education; we have only to recall .
the intense faculty discussion of degree requirements at Harvard to realize this.
fact. Therefore, RPL student choice in taking less courses in a major field or
completing a "four-year" program in two-and-a-Kalf or three years is of great
concern. Something of value is "lost" when a student is on-campus for less than
the four-year period. Open-admission institutions, on the other hand, generally
" possess a more ‘flexible and occupationally oriented..curriculum. They will not
‘be as much concerned with student shifts within the curriculur as with stident
_outcomes at the time of degree completion; jobs obtained and/or graduate schools
atteaded may prove of greater importance than sequent courses taken or time for
degree completion. :

. - )

The purpose of the discussion above is to indicate that thé model need not,
oe, in most cases, applied in its totality. Institutions should, select carefully
those RLP student concerns which interest them most, and.develop the data
collection and analysis techniques only for those questions of highest value.

The model is offered as a full smorgasbord, and.colleges should take only that
_amount which satisfies their appetite,
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I should like to close this paper with,a brief comment on the questiors
which constitute the model and the data collection processes. The model ?élls
for measuring” the " ' RPL programs and tracking

quality” of students admitted under

. their educational .progress through college., As noted in an accompanying/ paper °
.. recommending a Tesearch agenda for RPL programs, there is "little inforfation"

on the -effect of RPL programs. I would suggest.that the.paucity of dafa collection
"and research in this area is reiated to the sensitivity involved in specifying and
measuring 'quality” in students. It involves the utilization of high school grades,
‘test scores, and other measures of quality that smack of eliti’sm. Eurther, it

-

. would-be very difficult to obtain from a faculty senate,

or other academic body'

‘concerned with admission, objective measures of q
‘Students, particularly at the top range of a t

bili
instances, are unable to specify objectively the

then it becomes even more difficult to define the student body

pated from RPL programs. An additional level of

- scores" or levels of performance on RPL programs.
" that little research in,

be always. ‘ ‘

<

o

or management of, RPL programs h

ualities sought ifi undergraduate
ies. If college$, in most 3
type of student/they are seeking,
/composition antici-
complexity is/establishing "cut-
It is not nurprising, therefore,
as occurred, Thus may it

%
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¢ ‘ . . Abstract ’ ~

The award of university credits and. advanced placement for prior
learning experiences obviously involves potential benefits and
costs for students, educational institutions and the public, This
paper examines the nature of these effects and their probable
incidence, The implications for institutional and public policy
are ‘surveyed,

)
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S The: juterests of academic .scholars and of educational
administrators ih the various systems which have evolved in the
last two decades to allow for the evaluation. 6f prior learning
experiences of college and university students has recently changed

., from a matter of polite interest’ to one of sharp concern. The.

~ ‘matters of concern can be divided into isgues representing what I

‘would describe as-intellectually high" and "low"® roads.. The

"high" road considerations relate to the questioning of the ability

~0f any examination ,or other evaluative instrument to substitute

i for the+<learning experiences. of the classroom;, to the -danger of -

¢ such degrees--=totally or predominantly granted by examination or

- > exemptioh--devaluing the meaning of %he,baccalaureate,and/or

. allowing for potentially fraudulent actions against students

. or future employers; to the poténtial abuse of such systems if

. . they are used:as a competitive ‘device among institutions to attract

students; and to the controversy concerning. the équity of.-a system

which, while not exmnlicitly biased by social class,- does_tend to .

¢ . *be-perceived by many as a program predominantly for the economically

. - advantaged, ‘

PR NN
. - .

o The "low road® considerations are those having to do with
the financial self interests of academics and administrators, I
"would not imply ‘that these concerns are not legitimate matters for
educators to pcndery the "low" connotation refers only to 'the fact
that it is not the educational effect on students Which receives
primary emphasis here but the institution's or the agademic's self-
. ~interes¥. With or without the pejerative conmotatioh, the '
divergence in these“motivationéggf participants in the present
: . reexamination of prior learning credits must be recognized., This
. 1s especially important in that a significant portion of the

®
: g

*The first section of the paper is adapted from the author's
"The Economics of Credit Exemption," in Credit by Examination
Comes of Age (New York: College Entrunce Examination Board,
0981)’ pp- 95"105' )
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- -exemption--with or without credit toward distributional requirements

-
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current’ interest, expressed by educators in terms. of objective’
educational issues, -may have their source in primarily self-
interested financial considerations. The concomitance of the
recent higher 'education recession and. the sudden widespread
questioning of a program which heretofore was a¢cepted by most
participants (if not actually strongly endorsed) is the basis
‘for my cynicism. " o - :

~ 2 Before procéeding,'it would be useful here to distinguish
among the major forms of recognizing prior learning (RPL). Long
before national systems of evaluation were institutéd many colleges

and universities already hadﬁestablished programs allowing

or graduation. In the early 1950's the College Entrance Examinstion
Board, with the dssistance of the Carnegie Foundation, created the. -
Advanced Placement Program (APP) which allowed students in high
school to take courses which-would, feXlowing successful completion
of examination‘requirqments, eventually count toward college
raduation. More recently, the College Level Examination Program
%CLEP) has been created to allow for a more general evaluation..

of prior learning experiences as.a basis for granting post-
secondary educational credits. The CLEP programs have expanded
rapidly and in recent years involved over 100,000 candidates.who
registered for approximately 250,000 examinations,* -

' These figures indicate that thévconcern that these
programs may reduce the effective demand for higher education is not
poorly founded. Before proceedihg to a discussion of the possible
effects of the widespread .adoption of APP and CLEP, one additional

- 8ystem of RPL should be mentioned. This is the early admission..
device whereby an institution of higher education allows a r tudent
to enter as a freshman after completing the eleventh’grade. The,
student then pursues a normal college. program, Early admission
is a potentially important alternative to other forms 'of -credit
exemption because, in conirast to the APP and CLEP programs, the
collége or university suffers no loss of revenue or demadid for

\

=

*In comparison, the APP program in 1977 involved 82,700
students and slightly over 105,000 examinations (with 1672 colleges

participating in the program). No national data is available on
individual institutional programs.

-




. evaluate the procedures or instruments used in such programs, This

']'benpfits among students, institutions, and society. It would also

its instructional or related services., The fact that early
- admission programs allow the recognition of prior learning

experienceés while shifting costs to the secondary schools (which
lose full-time equivalents because of fewer twelfth grade students) . '
has already made them controversial, If expanded to offset the
potential effects of APP and CLEP activities, a serious conflict
will arise between the interests of secondary school systems and
pcst-secondary sChool institutions. . & ’

. At present there is no data base which would allow one
to evdluate tne amount and ircidence of the costs and ‘benefits
associated with the APP, CLi?, '‘and early admission programs
‘respectively. Studies by Meyer (1975), Jamison and Wolfe (1976),
" MeCluskey (1976), 'and Kimmel (1976) have raised issues and posited
models for such an analysis, The recent work comnissioned by the
College Board (John R. Walley, edito:, 1978) has advanced this
- effort by presenting alternative research designs for the -
evaluation of the financial impact of vrior Llearning recognition, ’ <

N

¢ * In this papé;; I will atteiipt to present a synthesis of . K
selected parts of this literature while incorporating my own . ‘
perception of the appropriate emphasis that.should be given t6 the
various parts. The :concern Here will be the effects of the programs;
no attempt will be made to evaluate the legitimacy of RPL activities
28 a basis for placement or credit and’no attempt wil’ be made to

does not ifply a failure to recognize the importance or even
-‘primacy  of such-issues; it is only a-recognition that this- paper )
is only one of a set of papers dealing with the controversy over
.créd}t‘by examination and related devices and that colleagues
whose trazining is more suitable foir the evaluation of these other
questions are already at:work. :

1 «

In~evaluatipg a priof 1eéining‘re§6énition program one
ideally would differentiate the level and ihcidence of costs and

‘be appropriate to show whether certain subgroups of students and/
or institutions receive an unusual portion of the benefits or bear
an unusual. portion of the costs., Societal concerns deal mainly
with the effect of credit-exemption programs on tax support rfor
higher education and income or class redistributional and user/
non-user inequalities, o

-
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Any.proéram evaluation of RPL must begin with answers
to the following‘questions¢u )

(1) Who is eligible for RPL and who successfully -
& takes adyantage of it? ‘ :

(2) In what manner is RPL granted?

. (3) 1Is Rﬁﬁ.hsed for exempting course requirements and . 1
’ distributional credit but not for graduation?

P (4) Is RPL used: for reducing the fotal course load for
- - graduation and, if 80, does this reduction affect
tuition payments. by the student?

o™

. ¥ , RN
. ‘ The answer to the first question is necessary if we are - .
"to examine the assertion (O'Hearne, 1972) that the credit eXemption
program has a primary effect as a cost-reducing "scholarship® for
academically .able students. * Given the correlation in our societies
'betweenﬁincomes, ethnic¢ity, or 1ace and certain acadeniic disadvan- -
. tages, this effect could be seen as a source of controversy, -For
.- éxample, if high income or’white' students are shown to receive a
disproportionate share 6f RPL credits (through whichever program),
the. effect could be to inflate the rate of return to higher educationq

- for that group (to the extent exemptions reduced time and & .

instructional“fegg).a Defenders of RPL are.then faced with the

. certain introductory courses but does not affect distributional

3

*The solution of such a conflict is, of course, not
necessarily to restrict credit exemption, As in most higher
. educational problems of equality, the source and the solution
lie in the earlier educational system and the home.
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demand as”well as-the demand for individual--department
instructional personnel will be minor. In contrast, if RPIL
affects distributional requirements there is a potential for a,
-redirectiorn of demand for instruction from those departments
-whose courses are exempted to others. This is in addition to
the obvious effect of RPL in reducing the demand for faculty who
offer introductory courses. The latter has a potentially serious
effe¢t on the-demand for teaching assistants and thereby on the
edse/with which graduate students can finance their education,
. - Finally, if RPL credit is allowed toward graduation
-'requirements there is the potential for a decrease in the demand
for course offerings in general. If thé students are ablé to
réduce ‘the total number of quarters or semesters for which they
haves to be registered, they will reduce tuition payments and the
‘CLEP (ot CLEP-type &nd .APP). programs will reduce institutional
‘ revenues, Concomitantly, there will be a potential for an aggregate
* decline in the demand for instructional and support services.

o]

& This analysis is only a partial evaluation of potential
results, The prediction of possible effects will be complicated
by a variety of factors,’ For example, students who receive RPL P
credit toward graduation may enroll in the same number of college
terms and take. fewer courses in certain quarters or ‘semesters,.*
Some students may use RPL credit to expand their programs. and
voluntarily take other courses than would have been possible
.‘'without 'the exemption program, In both cases 'tuition payments
‘would be the same as without RPL but the former case -would .involve
a reduction in the demand for instructional services,

, The situation is further complicated when one considers
the ‘case of part-timé students, a rapidly increasing proportion

»

“
»~

¥
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*The tuition effect depends on the structure of tuition
charges. Most institutions- in the United States charge full -
tuition for some.minimum number of undergraduate course hours (for
example, twelve course hours per quarter or semester)., Full-time
students often take fifteen or even eighteen hours in a term with-
out increasing the required tuition. Because of this tuition
structure, a student may reduce the, hours taken because of credit
exemption and not affect the tuition paid to the institution.




of the higher education market. For such students, tuition is
usually more closely linked to the actual number of courses - -

taken in a particular term. Because of this,, and the- unlikelihood ™
of part=time students being willing -to take more courses than are
required for graduation, RPL brograms are likely to reduce tuition
receipts and the demand for instructional and support services -for

- this clientele, ) , -

'

’ As in the analysis of most demand situations, there is
the possibility that any reduction in demand as a result of an
RPL program may b offset by an increase in demand for institutional
- services caused“by( w students. being attracted to higher education -
(or to a particular institution) because of the availability of
¢redit exemption. There is reason to doubt whether RPL programs
will increase the aggregaté demand for education significantly
enough to offset the probable tuition losses, However, the .
paucity of data and resedrch in this area means ‘that there is
little actually known about the scale or incidefice of these
setdnd order effects. - ¥ ' " :

N

. While the foregoing has emphasized the uncertain- :
ingtitutional impact of the process of RPL the effect on students
is more apparent, With only one important exception, RPL programs
*'would appear to be to the benefit of students. The students may
reduce tuition payments and/or save time; they may reduce required
-redundancies in their academic programs and/or enroll in more ,
enrichment courses; and they may at the very least be able to -
structure their academic programs to suit better their own
perception of their abilities and needs, -

One possible ‘exception to this sanguine expectaticn
is that credit exemption may dilvte the quality of educatior+
received, If learning rather than graduating is the primary
determinant for life success, and if eredit exemption does ..
reduce learning by foregoing classroom,experiences, then credit:
exemption could te a potential éost to students, However, this
matter Temains open to sharp questioning and, where credit
exempjdion leads to enriched rather than Shortened college careers,
is pogsibly irrelevant. . '

’

4
DATA NEEDS

" +The 'purpose of this section of the paper -is to discuss
which forms of financial data appear necessary to the economic




analysis of RPL and howqfhéy would be used in a full impact model.
. The follaowing are the categories of required financial data
© . identified: - : R

(1) state funding formulae;

1 -

v (2) internal-'allocation formulae, ‘
K (3) financial aid treatment of RPL‘studenxs;
' (4) tuition schedules;
(5) enrollment related student costs and revenues;
;(6)' girect costs and revenues of the RPL programs,
Before diséussing these items individuwally, it is
important <to state that it is understood that wide differences
‘may exist in the .effects of individual RPL programs oan this
analysis. ‘What is described heré is a comprehensive model;. in .

actual practice certain forms of data may’ prove io ks more

expensive to collect than their value %o the analysis can juétify.
* -t

(1) State Funding Formulae - B

-]

y
A.crucial matter of concern to publicly assisted

institutions will be the treatment of RPL credits in the state

assistance formulae, ZEven if difrect,revenues from the administration

of' RPL programs continue to offset costs (see discussion under
point #6 below), institutions with substantial RPL credit

assignmént will face a possible reduction in FTE student registrations.

Under mest- existing models of state aid the effect will be to reduce
' the amount of state funds received by the institution. Because .
institutions of higher education are faced with a large proportion
of fixed contractural obligaticns, fiscal hardship may ensue.

It is possible tﬁ%ﬁ the governmental authority, if
convinced of the academic merit of RPL and of the tax-saving H
feature of shorter educational careers for state-aided students, . .
might be persuaded to alter the aid system to assist institutions *
in the transitory adjustment process which will result from a
simul{zueous increase in RPL provisions and a decrease in the
demographic base for higher education. Unfortunately, legislative
behavior in the recent past does not support an assumption of
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this kind. Institutions may have to be prepared, tﬁ@re&ore, to
live with the present aid 'system. .

While the fiscal effect of RPL shortened educational
careers may be negative for the institution in terms of state
aid, a possible offset exists where: (a) RPL leads to substitution
of upper level or lower level courses, and. (b) thz state formula
provides greater state assistance'per FTE.at the upper level.
Through a combined use of the outcomes of the student response
model* and of the terms of state assistance, it is relatively easy
to calculate the exvected fiscal result of specific RPL programs,

(2) Internal Budget Allocation Schemes -

" Even in those cases where RPL programs do not effect the
Coxal demand for courses there will usually be a shift from

"\Introductory to upper level courses and from those departments which

ffer the basic étugies requirement (e.g., history and English) to
other departments. Just as in the case of state aid, the effect of
intra-insvitutional formulae for allocating faculty, staff, and

‘related expenditures must be analyzed. Again, this requires

combining- the results of the student response model to the regulations
for internal fund allocations. ' '

It should be obvious that the financial effects hbre are

~especiailj‘sensiti’ve to the nature of credit extension undef RPL.

If credit exemption carries with it a réquirement to take another
course in the same department then inter-departmental effects will
result only if upper-level courses receive greater credit in the

~allocation formula (RPL granting departments would have the same

number of students but more funds). Even if no inter-departmental
effects cccur, intra-departmental reYationt may changes. The greater
importance of upper-level courses will increase the demand for

senlor versus junior faculty and for faculty versus graduate teaching
agsistants., The latter result wéuld have implications for graduate
financial aid programs, of course,

(3) Financial Aid Treatment of RPL Students

. If RPL programs result in fewer terms of attendance, then
students will have lower tuition and living costs and should there-~
fore demand less national, stafe, local, and institutional financial
ald, If full-time and part-time students continue to receive current
treatment under existing financial aid schemes, the institutionts
main effect should be a decrease over time in the demand for its

owvn discretionary, aid resources. ~

*Discussed in the Wagner and Arbeiter papers.

4




—.10-

e . - N
. T

if RPL programs do not affect length -of attendance
or if the demand-inducing effect of RPL offsets the shorter terms of
avtendance, then the net effect on financial aid activity will be
less meaningful.” If the demand effects are highly responsive to

RPL the institution could find even-heavier burdens placed on its
discretionary aid sources.

» - Of the various probabilities, the.most likely is for RPL
to have a neutral to slightly beneficial effect on the financial
aid operatidns of institutions, This is.a question that will be
resplved by research on student responses to RPL and institutional
treatment of RPL students in competitions for financial aid.

{4) Tuition Schedules -

) The system of setting tuition and related fees can have
an important impact upon the financial results of RPL programs.
The important considerations are: (2) whether the institution
charges the same tuition to 211 undergraduates or varies tuition
Dy department and/or level of study and (b) whether -tuition schedules
are per hour of credit or scaled upward to a maximum with students
allowed zero marginal costs for credit hours beyond the tuition
maximum. If the samé tuition is charged to all undergraduates, then
no revenue effects will -be generated by the RPL program unless
students shorten their educational careers. Where differential
tuition is'charged for certain more expensive courses of study, the
effect of RPL is neutral or revenue-generating depending upon the
flow of students from low tuition to high tuition courses because of
RPL, If students pay higher tuition for upper level courses, then
.. the RPL effect, for reasons noted edrlier, will generate greater
tuition revenue as proportionately.more students enroll in upper
level courses. . '
: a \ hY
With the increasing discussion of differential tuition
schedules within institutions, the‘effeqts noted here are important
for planning purposes even thoug' most institutions do not use )
such fee systems at present. It should be noted that in the present
financial aid environment increased tuition levels will have a
positive effect on the amount of external financial aid received
by an institution. The other economic and demographic realities
of the current market for students have discouraged the use of the -
tuition/financial aid lever but it must be considered in any
- analysig of potential impacts of RPL schemes.,

/(5)“ Enrollment Related Student Costs and Revenues -

In the short run, institutions have large fixed
commjtments to a certain type and numter of faculty, student
housing, classroom facilities, recreational areas, etc., which

W0
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cannot be altered to match enrollment changes.or distributional
variations that may result from RPL programs. If RPL programs
are shown by the student reSponse research to have these effects,
the "institution will face either an increase in per student fixed

cost or problems of ‘simultaneous exgess capacity in some programs
and facilities and shortage in others.

The latter effect will differ from higher education's
normal slow response to changes in student démand in that the
problems will arise more rapidly under introduetion or expansion
of an RPL program. The present financial environment for these
institutions is such thet administrators will be placed in

especially difficult circumstances if the enrollment effects of RPL
are substantial and negative. ) :

(6) Direct Costs and Revenues of the RPL Program

The last area of financial information concerns the net
operating cost to the institution for RPL, itself, While various
individuals have asserted that RPL programs are self-financing, no
detailed full-cost accounting information has been presented to
assure this.. It may be that present RPL programs cover marginal
but not average cost of operation and, if so, this is an important
consideration for institutional planners, )

. 4

‘ Part of the "efficiency" in the present operation of
RPL may be related o national test systems and fee sharing between
. the test service and institutiond. IFf truth-in-testing legislation

or internal pressure for faculty administered exams should change
this arrangement, would RPL rehain a fiscally neutral program’ for
institutions? If not, could thMe increased costs of the tests be
shifted to the students or would it have to be absorbed by the
institution? One of the most useful outcomes from this research
would be a measure of the relative cost-effectiveness of different
RPL programs when .used for different student groups.

. The data needs discussed here are required for analysis
of RPL in those cases where-the student response model indicates
-that enrollment changes occur in aggregate or in-a distributional

sense. If university policy and/or student behavioral patterns
are such that the students are seen to change neither the amount

of credit taken nor course~level and type then financial impact
fails to be a critical issue.

~

should be able to design a check list of institutional policies
which would detect whether RPL analysis is even necessary. Then,
the student response model will determine the significance of
further aralysis of the financial variables. Y

Any group“undertakiﬁg‘a study of RPL financial impacts




4

SUMMARY OF PROBABLE EFFECTS =~ - \ :

-~

. \ y .

Table One presents a summary of the possible effects of
the different forms of RPL upon institutions and students. The symbols
used are as_follows: a plus (+) represents a probable benefit; °
a questionable plus (+?) represents a likely but uncertain benefit;

a minus (-) represents a probable loss; a questionable minus (-?)
represents a likely but uncertain loss; a zero (0) indicates no
benefit or loss is expected; and an asterisk (*) indicates internal
redistribution, among levels and departments, ¢ o

. Seven alternative higher education programs for granting
credit for earlier achievement are listed in the first column of
Table One: three forms of the AP program, three forms of CLEP- .
type credit by examination programs, and the early admission program. <
As column two indicates, secondary schools are largely unaffected in
terms of costs or benefits (when these effects are restricted to the
imZact on the "full-time Equivalengy" funding base used in most
states) except in the case of colleges and universities allowing
eleventh grade graduatés to enroll as first-year higher education
students. The present small scale of early admission. programs should .
not lead one to discount too highly the potential impact if higher °
eudcation institutions should expand early admission as a means of
alleviating some of the potential "costs" of APP~CLEP programs. The
AP program may have a higher unit cost.for seconddry schools then
does the tradj ional curriculum but there is no evidence that this
margin is sub: tantial. The existence of APP and CLEP programs may
increase retention of students and.their, levels of.motivation and
these should be recognized as possible positive effeets for secondary
schools. Early admission possibilities could increase motivation
but would not have '‘a strong enough effect on high schcol retention
rates Yo dffset the negative effect of studerits lost for their full
senior year. . '

For higher educational institutions, Table One indicates .
why such substantial concern exists about the APP and CLEP programs.
While the use of RPL tests for placement or.to alter distributional
requirements may cause internal reéallocation of demand for ,
instructional services, the serious fiscal threat is in the. reduction
of the number of tuition-bearing courses required for graduation, -
As explained earlier, to the extent that this reduces’ tuition N
recelpts, it is the universiuvy or college which is financing the
shortening of the student's program. The incentive for these ,
institutions to emphasize increased use of early admission is obvious;
in this latter case the costs are ghifted to the secondary school
system. .

~

The effect on students has been divided in Table One into
three parts: the effect of RPL on the time required for graduation,’
on direct costs of education, and ‘on the quality of education
received. The patterns in this part of Table One indicate a strongly
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e TABLE ONE ‘

THE INCIDENCE OF EFFECTS OF RPL PROGRAMS

<
. g INCIDENCE OF EFFECTS . ' )
= CREDIT, On Secondary Schools on ~ ; on —
A EXEMPTION ) (FTE’S/Demand for HIGHER EDUCATION INSTITUTIONS INDIVIDUAL STUDENTS -
© PROGRAM . Instructional Services) - : S " :
: Tuition Demand for Time Direct Cost Quality of
) ) Receipts Instructional Services Savings Savings _ ‘Edication
: ADVANCED PLACEMENT . ’ ) . .
PROGRAM (APP) - . . \ : ‘ SRR .. »
o . . . , ' - b . (I
“\._ I. Placement Only 0 0 * 0o . 0 +?
- TI1. For Distributional : .
*  Exemption Only 9 0 - * 0 0 T2
. III. Fot Credit toward ' . _
Graduation . 0 i -? ~? + +? +?
COLLEGE-LEVEL .
" EXAMINATION PROGRAM = T o
(CLEP) ’
I. Placement Only o . 0o - ] ) 0’ 0 +2 ¢
II. For Distributional ’ .
, Exemption Only 0 0 * 0 ' 0 +? 74
- ITI. For Credit toward . R ] [ .
: Graduation ) 0 -2 -7 + " +? +27
 EARLY ADMISSION
. PROGRAMS - , - ) o 0 + +? +?
73 o
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positive effect of RPL in all three dimensions of student impacts,
Time is either reduced or unaffected; costs are either reduced or
unaffected; and the quality dimension apvears positive, The
uncertainty about quality stems from questions concerning the
‘ability of the testing programs of 'APP , CLEP, or of individual
institutions) to assure that successiul students are prepared for
the higher level courses ‘for which they become eligible. Presently, -
it seems fair to say that early admission programs, because of

- their greater selec*'vity, have less ‘potential for such problems,

- And yet even in that case, studies have indicated that academic .-

~ success has riot always been concomitant top an easy adjustment to

the other dimensions of college life. ¢§

All of the effects which are noted in Table One ares only
expectations based upon deductive reasoning from assumptions about
student and institutional reactions to these various programs. At

, the present time, no data base exists to allow the incidence of
© -positive or negative effects on schools, colleges, and students to
" ‘'be calculated, The extensive use of modifying adjectives such as

-possible, probably, and. potential in this paper is not an attempt

to avoid being decisive ‘but simply a recognition of reality. Before

public and institutional debate on these programs can advance, it

is necessary to develop a model which will allow both the individual

institution and the social science researcher to estimate with .

confidence both the direction and scale of the effects of credit ¥

exemption programs, . - : .

. The College Board:is presently engaged-in a research
program to examine two aspects of.the RPL program. The first
- proposed study-would involve a stratified random sample of s*udents

vho have used the APP or CLEP programg with stratification based

apornr the number of examinations' attempted. Five areas of information
. will be elicited: test results, personal characteristics, high school | -
expérience, financial situation, and future plans. The desired out-
. -, come of this project is a better understanding of whether credit

ex Ql_programs lead to shorter time investments in college and
~ 01 the amount o i savings (1T any) which Tesu TOom the

-+ CTedit_exemptIon programs.

| ..)7 =~ The second credit exemption study would emphasize
* Institutional concerns., A sample of institutions would be invited
to cooperate in an’ assessment of the finandial impact of RPL
©activities.  The effect.on FTE levels and the relative size of
.+ courge_demand by aepariments, divisions, and basic versus upper
- levels would be analyzed. The primary purpose of this research
work will be to produce a management model which can be used *o
evaluate the levels and inctdpnre 6T costs and benefits related
. - to’ the Institutional recognitiom sf prior student learning (with
. an emphasis on APP and CLEP), The model should allow for ther”
©  evaluation of the ‘demand for, faculty and the effects of ‘credit
¥ Tecognition on the fixed, variable, and marginal costs of .
‘ instructional services, The effects of RPL programs on student as

well .as institutional finances will be considered as part®of a

. Q e L. .
aig " o =
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general reexaminatiqn of the rationaie for state, institutional,
and personal financing of RPL programs.

. The greatest danger revealed by this paper's introduction
to the economic issues in this debate is that financially we may face
a "zero-sum" game, The bensfits to the student of RPL may be - o
purchased only at ¢ financial 1éss to the educational institutions

~involved. In another "“zero-sum® situation, higher education

-institutions may be tempted to expand early admission programs
beyond justifiable limits simply to avoid the tuition losses of
other RPL forms., Finally, certain marginal institutions may become
involved in the use .of credit exemption as a competitive device
against other more responsible institutions. As in Gresham's law
of monetary value-- bad money drives out good-- so in an employment

system increasingly dominated by credentialism, "bad credits" may
drive-out the "good." . :

¢ [

All of these issues point out the crucial responsibility
borne by the participants in the RPL debate. The*"economics" of ‘
the matter.is overwhelmingly important but the answers will not come
from economists alone or even primarily, Credit exemption questions
gré,subordinate to the resolution of the more basic issues of the .-
purpose of the post-secondary educational experience., Our difficulty h

in resolving our present quandary is a product of the inability to
define that purpose. : . .

.8
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Introduction

Investigations of student learning have shown that different types of student
motivation lead to different kinds of processing the material to be learned

and to different qualities in Tearning outcomes. Learning that is based on
exirinsic motivation is typically cennected with passive and surface approach

in learning and with imcomplete and surface ievel learning vutcomes :
(Fntwistle ot al. 1979, 3065-380). In the recent Finnish discussion it is .
generally accepted that university graduates ought to have a deep responsibiliiy .
to their profession in order to be able to develop their professions and becouwe
involved in their vocational tasks in a personal manner. It can be assumed

JAhat motivational factors have special emphasis in the profession of class
teachors and aley in teacher training. Koskennienri (1965, 515) and Louhimo
(1969, /4) have demonstrated that i11-founded or unsuccessful vocational

choice has negative effects on the teacher's work. When analyzing the meaning

of “reJevant” pre-eraining work experience in relation to the training phase

and the later vocational activity, the basic question is whether work ’
experietice is connected with sound and well-founded vocational choice or not.
“Liilinland Koskenniemi has supposed that pre-training teacher.experience is
linked with more realistic vocational choice and means more stable. intentions

to remain'in vocaticn(1965,349). Abrahamsson et.al. have referred to .

potential benefits of work experience before academic studies. These benef.its -
include more clarity in 5tudy and vocational choices and a better motivdation. for
Tearning (1980, 97). . R - )

It has been demonstrated that the application te class teacher training took

place in 1976 on a more external and accidental basis than in 1971 (Perho 1981).
This is especially due to the diminishing ratio of siudent places to the amount

of petential applicants {Perho 1980). The macro-level negative change in L
students' choice situation has led to difficultics in foreseejng the probebility
of finding personally interesting work and in forming an appropriate attitude

to work. The result may be diminishing vocational exploration or immature
vocational closure (Jordaan 1974, 272-273). 1t can be assumed that in the’
worseni-d situation of vocational choice the basis of acquiring work: experience. .
that will help in getting a place in higher education may also be connected -
with i11-founded vocational orientation. ' ’

~

’
=

In 4his paper the nature and meaning of relevant work experience will be analyzed
cmpirically on the basis of the results of thefollow-up study of class teacher
trainces at Joensuu University 1976-1979. This investigation is part of a

larger <tudy on the students at Joensuu University and continues the- tradition

of lducational Career Study which was initiated in 1965 at Helsinki University

by Hayrynen (Hiyrynen 1970). » e

<
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" Some [innish results of rrelevant pre

re cievant pre-training work experience on teacher
training and oi ii-service practice :
Teacher experience has correlatled positively with success’ in the teaching
episode which is the most important part of the entrance examination of .
teacher education coller  {Komulainen 1977, Komulainén and Hyldnen, 1978).
It has-not usually correi. ! . th the mark in tcaching skills (Jussila,
1976, -KomuTainen and Hyténen, 1278). The situalion has been explained by the
superficial and impersonal nature of demonstration lessons.

T, * : & .
Hiere are fow results on the significance of pre-training teacher experience on
the in-asxgvice work of/lggchcrs or on the certainty of vocational choice.
In the follow-up stludyof Koskenniemi the pre-training teacher experience
corrclated positivelyxhith the intention to remdin iv the teacher profession
dyring the first in-service years (1965, 340). In the investigation of Maxtta
coucerning teacher training applitants the teacher experience correlated

to the teacher's profession as
one's calling or predilection (1978, 36). ’

X

-
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Hain fratures of the admission protedure to class teacher training
ne selection to class teacher education occurs in two phases. The .first
selection .takes nlace on the basis of the marks in the senior secondary school
(gymnasium) and the national matriculation exemination, which is in pthictice

a formal’/admissioh requirement to studies. Additional credits can be Feceived

in the first selection phase on the basis of relevant work experience, which

can eiiher be experience in teaching or in working with children or teenagers.

In 1676 32 % of the fomale and 53 % of the male Studentg.that Startied. their
studizs ir a teacher training college of Joensuu University. had got at least

some teacher experience before thestudies. Twenty-six per cents of the female
students and thirty-seven per-cents of the male stydents had at least half-a-year
experience in teaching. Forty per cents of the females and ten pér cents of

the males had got at least some credits on the basis of ‘other relevant work

ckperience'.  The number of men with other relevant work experience is too smali
to be included in further analyses. )

In 1976 there were totally 1114 applicants to class teacher training at Joensuu
University. 290 of them were invited to the second selection phase. The main
part of it at Joensuu. University is-a task of -organizing some writter material
and presenting it orally to tﬁe admission board. The credits of the first
se]yction phase influence no more on the selection in the second phase.




The follow-up gtuﬁy_oﬁ_clqgsfgeggbpr trainees at the University of
Joensun 1976-1479 "7 o :

The general aim of this inyesligation has been to analyze the nature and

signtlicance of ‘the vocational and study orientation to academic achievewents,
suceess .in career choice and certainty of the choice. In unis paper I present
resulls of the comnections betiween relevant work experience and-other variables
of admission procedure, personality traits, vocational and study orientation,
certainty of vocational choice in different phases of studies, interest in
studies and success in Lhem. Finally, the relevant work experience is related
to the personal and hierarchic vocalional orientation pattern of students.

The population of the_sludy consists of «the students that began their class
Leacher studies in 1976 and finished them in 1979 (N= 74; 44 females and 30
males). Three enquiries were made; before the studies' (in connection with

the entrance examinavion), in the niddle of the studies (1977/1978) and at
the end of them (1979).°A11 that started studying toos part in the enquiry
before the studies, 53 (72 %) in the middle of’then and 56 (76 %) at "the end -
of the studies. Twenty-three females (52 £) and 22 males (72 %) filled al%o the
self-concepl inventory constructed by Hidyrynen at the beginiing, of their studics.
The results of the inventory are presented only in the male sample because of
the relatively small number of subjects in the female sample. In addition Lo

the enquiries and the self-concept inventory, 22 students were interviewed at
;hc end of the studies. ’

~

Yocational orientation was measured before the studies by asking the reasons
for the choice of c¢iass teacher training and vocation (“"career choice motives",
17 five-poiat items), ‘properties of ‘one's "“ideal profession" (10 five-point-

ilemis) and vocational interests (36 five-point items, from which were also formed.

. six scales that were used as indicators of Holland's six orientation types).

The properties. of ideal profession and vocational interests were asked in the
same way also in the middle of the studies. The personal, hierarchic pattern of
one"s vocational ofientation was operationalized on the basis of Holland's \]
(19/3) six orientation type variables (indidators of social, artistic, realistiic,
investligative, enterprising and conventional orientation). The operationalization
of the hierarchic orientation pattern was made by using Holland's three paraneters
of congruence (Lhe correspqndenice between student's own primary orientation and -
that of the teaching profession), differentiation (the rate of the hierarchy of
the stydent's orientation pattern) and consistency (the psychological consonance
betieen Lhe student's primary and secondary orientation types). The
operationalization  of the personal and hierarchic orientatiottpatterns could be
validated partly by the depth-interview based onthe methodological ideas of
Leontjev (1977) and Jadov (1974 ) concerning the hierarchic nature of personality

and motivation. “

-
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Certainty .of vocational. choice was measured before the studies, in the middle
of them and at the end of the studies by asking if the profession of the. class

teacher was one's 'ideal profession' or not and.by asking if the same profession.

was ‘the only right one'to oneself . .

Study oricntation was measyred in the middle of the studies by asking if .
one's oricniation was priwarily 'vocational’, ‘non-conformistic', .'academjc’
or 'collegiate' (method of Fntwistle and Wilson 1977, 189). ot

- Interest in_studics and their components were measured by personal student
ratings at the end of the studies. The rated components were 'general theoretical
- studies', 'studies of cducational sciences', 'basic subject studies’,
- specialized studies in one's preferred subjects (the two types of which are
‘proctical cowmrses' and 'theoretical courses') and 'student teaching'. ! )

Criteria of academic_achicvements were marks in the basic subject studies

(séparately the "contlent mastery' and the 'didactic mastery'), marks in: the
specialized studies (separately in 'practical courses' and 'theoretical courses"')

- and the mark in teaching skills, wiich is considercd as the most important

) criterion in tcacher training. ) X "
Research findings ’ '
Hork experience and_the other selection variables °

Teacher experience (the amount of additional credits on the basis of teacher

experience) correlates negatively with, the three variables of the school and
. matriculation cxamination achievements (the first selectian phase) in the female >
- sample. The hiahest correlation is between the teacher experience and the

average of school marks (-.63). The connections of the teacher experience retfer

to-a very clear compansatory nature of teacher experience in the first selection

phase in the female sample. Also 'the other relcvant work experience' has

negalive correlations with school achievements but they are not significant in the

“ariple of the admitted females. The only significant correlation in the ‘male sample

was betueen the work experience and the credits of practical subjects at school

(-.60). Work experience has no significant correlations with the variables in the

seopnd selectlion phase in neither sample. -

Work cxperience and_the personality traits (only male students) -

4
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The mile <tudents with teacher experience are more controlled (.52) and more
, asthenic (.49) than the other males. . These currelations may reflect the more
negative weif-concept of those with teacher experience. This may be due to their
problematic carcer choice history. Those with teacher experience have experienced
more failures in trying to get a place in higher education than others. The
situalion is similar in Lhe group of females, too.

% .
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Those with tcacher experience have chosen their studies on the basis of the
‘advice of their friends'- (.41) and are less interested in 'professions that offer
opportunities of professional promotion' (-.30) or 'developing one's inclinations'
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(-.36) than others in the female sample. These connections may reflect somewhat
sulmicsave and dependent attitude, which may. be due to the .negative results
cof previous failed applications to higher cducation. On the other hand, females
with teacher experience base their choice more 6ften than others on personally
challenging nature of the teaching profession (.30) and have vocationally more
stable choice (L31). Also 'the other relevant work experience' correlates
negelively with interest in 'professions that offler possibilities of professional
provotion’ (-.38), with 'enterprising professions’ (-.33) and with interest
in 'investigating nature and c:osystem' (-.38). Male studenis with teacher
experionce put less ewphasis on 'the opportunity to lead others' (-.43) in °
their ideal profession than others. -t

Teacher. expericnce correlates negatively with jnterest in ‘enterprising
brofescions' (-.32,n.s.) but no more with variables reflecting self-enha:icement
or self-actualizing tendencies in the female sample. Other relevant work
experience is still connected with aversion in ‘investigating nature and
ecosystem' (-.39). Work experience is not ‘connected with the quality of study
orientotion in the female group.

Males with Leacher experience are less ‘people orientated’ (-.52), less
“interested in work with possibilities to develop one's social sensitivity'
(-.60),.1ess interested in 'enterprising professions' (-.40, n.s.) and in
'planning of schools and instruction' (-.40, n.s.) than others. Teacher
expurience correlates with pragmatic ‘vocational orientation' to studies (.53)
and negatively ¥ith 'non-conformistic orientation' (-.53). It seems that male
students with teacher experience have lost their original interests and ftheir

- sense of teacher-identity has been disturbed. . : = “

Work experience and_the career choice certainty in different pnases_of studics

The only significant correlation between the-amount of relevan* work experience
and criteria of carcer choice certainty s that of teacher experigack;with
considering the profession of the teacher as 'tite only right one'at the end of
studics (.73) in the female sample. However, when we dicholomized teacher « .
experience into two categories, one group with at least half-a-yéar teacher
experience and the other with less than that, more connections were fpund but
in the female sample orly. Teacher experience ¢ rrelated ther with considering
Lhe professionof the class teacher as 'idealgéﬁgfore studies £.34) and in the.
middle of studies (.40) the half-a-year teachdr experience being a sufficient
bul not a recessary condition for considering professiaon of the.teacher as
ideal. Teacher expericnce correlated also with considering the profession of
the class teacher as ‘the right one' in the middle of the studiés (.35) and at
the end of them (.52). 'Other relevant work experience' correlated, when
dichotomized in the corresponding way as teacher experience, with'tonsidering
profession of the teacher as ideal®in the middle of the studies (.34).
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In the female sample the amount of Leacher crperience correlated negatively:
with the "interest in the studies ‘generally’ (+,47), 'studies in education'
(-.31; n.s.) .and ‘theoretical specialized courses' (-.66). The- only positive
correlation of teacher experience was that with interest in field teaching
phase (.24, n,s.). Also, males wilh teacher experience fogmd university studies
generally less inleresting than the others (-.42), espectrally 'broadly based
‘ introductory studies' (-.68) and studies in educational sciences (-.42).
- It seems Lo be that -especially  theoretical or academic stiudies have been

expericnced as most boring or least relevant in the group of all students-
with pre-training Leacher’ experience.
. . )

LR e R U T e st

Work_cexperience and success_in_studies

v

In general teacher experience has small, .non-significant ncyative correkations
with-eriteria of study success. Teacher experience has significant negative
-correlation with the mark in, the 'didactic mastery*™ of basic subject studies

=.39) in the female sample. This may be due Lo the fact that this criterion is
conn2cled with "school-1ike" performance. Ig*;%greTﬁﬁes .48 with the average of
~chool marks which had a clear negative corré

. dtion with teacher experience
(-.6G). Other relevant work experience correlates neg

sample, with the mark in "theoretical courses' in the specialized studies (-.39).’
The correlations between Leacher experience and the most imporiant crilerion,

the mark: in teaching skill, are -.10 (females) and --.15 (males). These correlations
may be partly explained by the nature of the” teaching skill criterion. The
criterion has the highest correlation with achievement. type molivation, which
indicates its impersonal and artificial nature (Perho 1981).

atively, in the female

.- The possible combinations of vocational orientation patlerns on the basis of
Holland's three parameters are presented below. -

e

»

”»

: . . Congruent patterns incongruent patterns ’

Consistent Inconsistent Consistent

Inconsistent
igh diffcrentiations 1 . 2 5° . 6
. Low differentiation 3 ‘ 4 8

" et ey ——_ e v
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On the basis of Holland's theory and the empirical findings of the present study
(Perho-1981) cells 1 and 2 in the female sample and cells 1, 2 and 3 in the male
sample were defined as cells of well-founded and sound vocational orientation in
relation Lo vocation of the class teacher. £.g., cell.1 includes students, whose °
. interest in education is on a remarkably higher level than- their secondary v
vocational orientalion aréa and whose secondary vocational orientation ig
psychologically consistent With interest +n education (emﬁtrica]]y'the-sqcond\
\ orientation in this cell is geperally artistic). The essential finding of the

9
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anilysis is that those with relevant work experience are almost randomly
distiibuted to cells of well-founded and "i11-founded" vocational choice.
The result  is similar regardless or the looseness or strriclness of tha time-

Jinterval-criterion used when defining "relevant” work experience. These findings

indicate tha'. the more certain carcer choice of those females wilh more ieacher
experiende may be misleading and reflect rigid and "forced” but not belier-
founded vocational orientation than generalty. The choice may be "certain"
because females with teaclior experience do not usually have very good chances
of becoming admitied to other fields of higher education because of 'their noor -
sucLess at gymnasium and in the wmatriculation examination.

CnnclqsionsarnldiScu;§ioq >

-The findings of this investigation indicate that “relevant” work experience is not
so relevant in relation Lo the study process in class teacher educatlion and to
the vocaticnal orientation of students than is expected and at least hoped for.
The experience in working with children or teenagers scems to be rather
indifferent in relation to studies and vocational orientation. The teacher
experience is connected with negative self-concept and pragmatic and negative
attitudes to studies, especially to ‘the- theoretical and “academic"

components of the curriculum. Relevant work experience has negative :onnections
with criferia of study -success, too.

-

“The f{ndings may ‘be partly due to the inability of teacher training to. respond

to and utilize the more pragmatic orientation of those with pre-training teacher
experience and-reflect the common probTems connected with the professionally
orienteted programmes where additional credits are reccived on Lhe basis of work

. experience. In such contexts the “normal" students will function pcdagogically

as. a «leering qroup in the planning -of the programme (Abrahamssoh et al.1980,
100-103). It can be forescen that the problems of those wilh previous téacher
expericnce will become more serious as class teacher training has recently heen
proionged from three to four years and the academic content including a master

wf ants thesis, has been increased. However, the more basic problem with relevant
work experience seems to be that it does pot mean, in the present state of
affairs,a better-founded or more sound and intrinsic vocational srientation than
on the average. This may reflect the rapidly worsened choice situation of students
in the seventies. '

IL s probable that, in circumstances with real degrees of freedom in choice
situation, the relevant work experience would be more often 1inked with sound
vocational orientalion than at present. In the "free" choice situation work.
experience generally, without specifying .its nature or relevance, might also

be relevant at least in relation to vocational orientation and vocational
maturity. According to longitudindl studies in the USA (e.g. Super et al.1967)

the degreq of vocatlional maturity-is related to the breadth and righness of-
pupile' aclivities and hobbies, including work aclivilies, whether these :
activities aré related to future tasks or not. Observations like these would,

in addition to educational policy . points of view, support the idea of obligatory
“non-relevant" work experience as a formal raquirement to Leacher training, which
has been presented in the Swedish discussion “(see Abrahamsson et al. 1980, 18-19).
However, in the restricted choice situations with very liwifed degrees of frecdom,
lhe effects of such an admissjon procedure would be unpredictable, probably.

more negative than nositive, in relation to students' study and vocational
orientalion, ' . . .
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* . . 1< TEACHERS INTERPRETATION OF THE CONCEPT "EXPERIE!CE"
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-
»

; , ' Staffan Larsson, Department of Education, University of Goteborg
\ ’ - ¢
™~ .
Introduction . ¢
. " Research, if it is successful in finding new explanations (viz. causal connec~

tions), can change our conception of the world. Thus our idea of illness was

altered when scientists discovered that infections were caused by bacterial or

viral organisms. The §ocfologist Johan Asplund points at another effect of re-
- ° search: that it transforms our world view by investigating the meaning of a

phenomenon (Asplund, 1971). He writes,

" When someone tells me about the geographical distributis. of F (a

soctal phenomenon) or the cause of F, I can still ask myself: "But
- what is the meaning of F?”.

One example may be taken from our reszarch group (the INOM group) at the Univer-
sity of Gothenburg. When the members of the -group give learning the meaning
"qualitative changes of the conception of the world'around us", they have
brought a new perspective thlearning. Tradétionally, learning has bee& de-
scribed as quantiative changes. By making test subjects learn nonsense syllab-
les, researchers have described changes in_retention through time, and have in
that way been able to demonstrate regularities e.g. in the form of curves of
retention. The INOM-groué has demonstrated that this way of describing learning
in terms of quantitative changes does not appl& the the learning of meaningful
material. Indeed, it applies to one case only, i.e. the learning of nonsense
syllables. 1t is pointless to describe retention of, for example, the content

of an irticle in curves of retention. If one is able to remember what the ar-

- ticle was about, it is not a matter of repetition, but defends on an understand-
ing of the message and the integration of this message into the person's con-
ception of the world. For this reasonm it can be-concluded that learning of
meaningfu] material can best be described as a change in the conception of a
phenomenon and that such a change’is qualitative (Marton et al, 1977). This

new understanding of "learning" is important because it fucuses on and puts in

Ve
. question a concept thaé:}sed to be taken for granted.

This investigation concerns the meaning of the concept "experience": In educa-

H ]: C ’ tional contexts, wiile statements on the importance of experience are frequent,
;rﬂwmwma ! ' - . C ‘7Z> - ' -
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definitions of the meaning of "experience" are more seldom - it is *aken for °
granted. John Dewey is an exception: in his book - "Experience and education"
he cleariy demonstrates the importance of explaining what is undérstood by the .
concept "experience" (Dewey, 1974). He makes a through analysis of this concept,
iand gives examples of educatioﬁal errors that occur when education based on

"experience" is applied without a clear understanding of the concept.

Dewey makes a philosophical analysis of the meaning of experience in an educa-
tional context. Our work, on the other hand, does not aim at a philosophical
analysis, but at an empirically-founded descrip?ion of different modes of con-
ceptualizing "experience" in an educational context. It is empirical, because
it is an attempt to analyse and describe what a number bf people have expressed
in our interviews.’Consequently, we avoid, at least at the explicit level, the
normative demand often inherent in a philosophical analysis. The purpose of

our analysis 'is to describe hos some tea&h;rs.really apprehend certain phenomena

o
or concepts instead of telling how they should be apprehended.

To detail our approach further, a distinction needs to be made between how some-

thing is and how something is conceptualized. Marton, who characterizes this is

as a difference in the level of description writes:

In educational psychology questions are frequently asked for example,
about why some children succeed better than others in school. Any answer
to this question is a statement about reality. An alternative is a ques-
tion of the kind asked by Siljé (1978): What do people think about why
gome children succeed better than others in school. Any answer to this
second kind of question is a statement about people's conception of reali-
ty. These two ways of formulating questions représent two different per-
spectives. (Marton, 1978).

Marton calls the former the first order perspective -dealing with facts which

can be observed from outside. The latter is the second order perspective - it '

is about how something appears to someone; and is an experiential viewpoint.
[t is.not a question of truth or faisehood, it is about what is studied. A
somewhat drastic example can be that of a paranoic who finds his fellow men
hostile and conspiring to kill hit. From the second order perspective this is
a true description of hi. view, even if it is false from the first order per=
spective. To understand paranoia it is not enough to have a description of the

person's behaviour - one must also describe his experience of the world around
him:
3

.

fo sum up, our intention can be characterized in the following way: we wish to

describe how the’concept "expg;ience" igvapgf?hended by a numéer of persons,
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his implies that we aim at descrlblng meanings instead of giving éxplanations.

It also means that we have chosen to describe hos experlence appears to these

persons and not a normative 2rgumentation on what this concept ought to mean. -
In our investigation,

the object of interest is the conception of experience

from the viewpoint of teachers in adult education of the secondary level. We

, have underlined this further by describing precisely this conception in the con-

text of the teac-ing process.

i The qualitative analysis

The material for the anlay51s consists of interviews with 29 teachers in adult

education, who were teachlng it least one of the foltowing subjects: mathematics,

physics, chemistry, history and social sciences. The interview was a semi~struc—

tured one concerning a number of phenomena like learning, knowledge etc. The

purpose of the interviews was to get as good an insight as possible into the
convictions of the teachers.

The interviews were tape-recorded and type-written.

/ . ‘
e The aim of our analysis was to find the qualitatively different categories and

to describe them as carefully as possible. The unit of description is called

o . conception. Marton specifies this term by stating that it often stands for what
* is taken for granted. but it can also be explicit, and is the basis on which we
. 1 4 . . oo .
found our reasoning. The term does not differentiate between scientific ideas

and common-sense reasoning. In many instances, scientific ideas and common sense

reasoning may be descrlbed on the same level - as the same conception of a cer-
tain phenomenon.

Often scientific ideas become common sense (Marton & Svensson
1978). A conception is not an attitude, but ins

tead it is the conviction about

ronzlty that constitutes the basis or the 1eg1t1mat10n of an attltude.
7 L}

The

result of our analysis is a description of the variation in the conception
of experience in an educational context.,

What is the use of such a description?

We think that it serves several purposes: It contributed to the knowledge of
%he school sub-culture;

it presents to the teachers a basis for reflexion on
-

@ the concept studied,

a presentation that could liberate them from certain frames

of thinking.

. Result

'

It was.possible to describe five qlalitatively different conceptions of experi-

ence (experience as something related to teaching), They are:
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- A. Experlences, that can be used in teaching are experlences which one or a

few students have made and which can be used as 1nformat10n to the rest

! of the class. o '

‘ This conception is focuging on the fa?t.thgt pupils sometimes are experts
. ' or something, for instance an électtician'has'a practical knowledge of

- . _ electricity that can be used in physics, or a shoﬁ*steward has an aquain-~

tance of bargalnlng to be used 1n social sc1ence. -

4: LR ) * : AN \
B.  Experiences that can be used in teaching are experiences which most students

in the class ha ¢ made and which can be used to direct 'the students' atten—

N tion to the relevant context while a subject is taught. .

-
.

Here the focus is on the fact that adults are familiar with certain

s
~ phenomena like taxes. It is this shared, _common knowledge, . that conception 4 ,
B is §01nt1ng at. =
- [ .
. . ~

’ . ,l -

" C. Job experience can develop pract1ca1 knowledge whlch the students may use

’

in the educational context. o

-
’ D

D. The student brings an outlook on the world jnto the classroom that is in

. . \/conflict with the view of the subject taught. L

This is a conception built on the conviction of a conflict between every—

a

day knowledge and §cﬁb01 knowledge.

. 3
E. Experiences from life give a certain capacity iu emphaty' that makes it
possible for the adult student to understand different perspectives as
3

.
serious alternatives. J)

? 7’

]

- . ’

- These were the variations in qualltatlvely différent conceptions of ex-

. perience as appreﬁended by the teachers. . . ’

Discussion .. , . B

One may ask what significance different conceptions have for the possibility to
give experience a role in teaching. .It is our assumption that the teacher's con-
ception of experience gives him a frame for his thinking when hHe plans his teach-
ing. Here we actualize the problem of the proper place of ideas, if one wants

i " 3-

: [ERJf: . to understand teachlng. One can ask whether the conceptlons are expressions of
i . - )
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physical and administrative frames or if the conceptions have an independent-re-

lation to these frames. Our position is that with an unreflected, unthematized
attitude one is a prisoner in the frames and the tradition built 1round them.
‘But a reflective conscious conception contains the possibility of transcending
the tradition and, if not break the frames, using the possibiliries that actual-

. " ly are available.

’ ~ .

/ ‘ It seems to us just as absurd to understand the teachlng bv reducing it to phySl—
al or ‘administrative entltles as to reduce it to ideas. The extent to which .
stadentg’ experiences are used depends on the aim of the teaching in relation to

above all; the amount of time available, the quantity of subject matter to -be

taught, and the current conceptions of experience.

» % -

] have tried to characterize this interaction with regard to each conception of
prorlence. Sometlmes the description can be founded in explicit answers in the

interviews. sometimes the implications are inherent in the conceptiongztself.

~
S - -

Teachers embraciqg conception A bear in mind the unique experience. Most of&them
expect the experience to be rather qualified, even that the student's experlence
. should be superior to that of the teacher. Generally, one may conclude that these
- teachers use the students' experiences to a limited extent, a fact that they
hlame on two circumstances. Some say that they do not know which students have
the qualified experiénces that are relevant to the'coufsé, The other ci}cumstance J
is, that often in this view, there is an implicit suggestion that students
experlcnces fall outside the main direction of the ‘course.
The second characteristic of conception A was that the experiences should be
used as lnformatlon. It seems as if using experience has the same function as
ordinary lecturing, with the exception that it is the student instead of the
teacher who presents it: the knowledge brought to the class is not quaiitative-
. ly different from what the teachers brings. The rest of the students zre in the
same position no matter who is speaking. From what is said, it is easy to under-—
e stand that the teachers allow little room for the students' experiences. As a
matter of fact, it does not apﬁear meaningful to use the students' experiences

to any great extent. -

. R '
- .

The teacher embracing conception B seems to use experiences that most students

have had as congrete examples and reference points in everyday life fer the

) )
E: i(j more abstract. content of the course. One notices that it is the teacher who

R\, ' g?.e/
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chooses these examples in the lectures and that the students play a pa551ve role,
‘ where it is taken for granted that they have had a 51mllar experiences. In. con-
trast to conception A, conception B represents a view of experience that .gives
it a status that is qualitatively different from that of information. Here it

is a matter of making “the student find a personally experienced context that may
bé related to thé teacher's message. Information does not have such a function.
In the book '"Language. thought and communication", Rommetveit makes an analysis
of communication, where ‘he states that the sharing of experlences is the basis
for understanding messages (Rommetvelt 1972). Conception B can be looked upon
as a concrete way of establishing such a sharing between the students and the
teacher. The holders of conception B are using the students' experiences to a
Somewhat greater extent than those of conception A, but often it is limited to
the use of standard examples. A physic; teacher makes one exception to this;

she describes how she can create a common experience by releasing smoke in the -
room in'order'to make the students see the hovements of the air. Thus the stu-
dents are able to discuss explanations of these movements.-
The two concehtions above are based on the premise that experience can be de-
scribed as facts - directly experienced and as such true. Conception E repre-

sents anothertview of truth, by presenting the idea of perspective-dependence.

~ This means a consciousness of how the relation between abstract knowledge and

concrete reality should be interpreted; something wiaich is not thematized by
the A and B teachers. The case of E is different in another respect too: expe—
riences are not used as instruments in teaching but instead as a means of un-

. derstanding why students comprehend the perspectlve—dependent character of know-
ledge 1in physics. This is described by Perry in an 1nvest1gat10n of the develop—
ment of Harvard students. He shows how the.students change from a}conceptlon of

knowledge that is absolute to a more relative view. Considering that conscious-

!

ness of perspectives is a considerable step forward for students at Harvard,

it ie not difficult to understand that teachers\seldom find it among students

at the secondary level.

.
.
&

. . .

Conccptron D also pays attention to the perSpectlve—dependent character of know- '

ledge In this case it is an explicit conflict model; school knowledge and every-
day knowledge are Juxtaposed. Here the world view - based on everyday experience
has a negative role; it is somethlng that should be broken down and e11m1nated

so that school knowledge can take its plate. JIn this wayy, conceptlon D gives

experience an important role - but a negative oné. )

»

. - - -

. A promlnent feature of our interviews'is the gap. between the experience of the

sz&ﬁent dnd school knowledge. When -the’ £€achers manage tpﬁrerate“expec;ence=to<

p
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school knowldge, it is always done on the premises of the latter. This know~-

ledge is .defined by the text books or the curriculum. The aim is not to explain

phenomena in the surrounding world but instead to make the Stud nts understand

‘the content of the books. For thic reason. there is-a risk of kno&ledge becoming
unintegrated, non-personal, and thereby traasient and useless in the world of

action. . )

.0
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«, Significant Learning is likely to occur only ir the 'facts'
construed by the learner as haVing personui relevance.
avare .of the current perspectiveq of IEarners in order that

to be 1earned are

Teachers need to be

expe rf.ences may

h# generated in which 1earnexs‘can reflect on

their own views and recognise .

their role as theory builders. This paper- suggests that a 'cultural .
transmission approach to teaching and knoyledge .dominates.Science Education : .
and..thit this has neglected the role of personal- experience in the <
construction of knowledge. . / . e ‘i
B \ ) '
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"Margaret Thatcher thinks she's scientific but really she's
unscientific becsuse nothing she does works..."

. «

The above quotation is not intended to be a.political statement although it
could.be construed as such. The quotation is an extract from an interview
protocol of a Middle School pupil who has been asked to talk about what he

‘ In this paper I will argue

weant by the texm unscientific (swift, 1981).
tkg& effective teaching relies .on the teacher -having some understanding of
of science students are

students' viewpoints. The personal, viewpoints

Just as relevant as those of Students of any .other discipline. However, - .
in the-teaching.of.science in schools, it would seem that few teachers pay -
attention to and make use of the personal experiences and_épontgneous

rgasoning’of tﬁei; pupils (2ylberstajn, 1980, Viennot, 1979). :

4

-

If experiences in schodl are such that learning in stience is. seen as an

. impersonal and mechanich storage of facts and techniqbes we should not be

surprised if students entering science courses in higher education, albeit
with réasonable 'A' level grades, lack an inventive and personally committed
attitude towards their studie &
7 - - 'o
Unless sciéncg educators re-examine their approach ‘to the . teaching of science
erc-~may well exist a gulf between current philosophy’on the nature of

science and the teaching events which: are' devised and from which students
construct their experiences of the subject.

S.

T

- Gilbert and Swift (1981) suggest that the prevailirng conception of science
held by the public still appears to be a positivist,

empiricist-inductivist
one which bears a strong resemblance to Bacon's articulation of scientific

method put forward at the beginning of the 17th century., Their
observations support those of Cawthron et al (1978) that this vie seems to
be zhe'image of science projected in schools today despite the fact that
‘it has long been regarded as an inadequate account’. The Association for
~Science Education (ASE). consultative document Alternatives for Science .
Lducation (ASE, 1979) emphasised the current dominance of an inductie and
rule following approach to science teaching in schools and suggests that
alternative conceptions for curricultit design should be considered.

L]

[

* In considering alternatives tedchers wust bring under review their persopal

‘perspectives on the teacher's role, theories of development, learning, g

epistemology “and philosophy of science. Pope and Keen (1981} look at some

.0f the major themes inherent in differing educational ideologies and ‘

relates these to particular models of the nature of knowledge and the

psychological developmeni of man. We argued that a 'cultural transmission’

approach, has- dominated Western education and that teachers of this

Persuasion would see the pPrimary task of the educator eas the transmission

of information, rules or values which form the 'truths' of one's cultural

heritage. 1In the extreme, their philosophical approach is that absolute

truth can be accumulated bit by bit, subject by subject and their

epistemological position is that of the Realist who views ‘true knowledge"

as knovledge that'corresponds to the world as it is and that this knowledge-

is, therefore, independent of the subjective constructions of the learner. ,

Tradi tional teaching methods.baseduupon‘tﬁé cultural transmission approach

emphasise the student's role as the passive receivér_of information rather

. than the active participant. The positivist, empiricist~induectivist
conception of science is in sympathy with this absolutist view' of truth ang
knowledge and thus if teachers hold to that conception of science then
curriculum’ content ané the manner in which stuidents are taught will place

little or no emphasis' on the student's own conceptions and active
participation.

3

e~
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" The cultural transmission view of teachihg and learning has been supported 2

by psychological theories of development which.sﬁ%ess the passivity of man's

mind - associationism, behaviourism, stimulus-response psychology, etc.

However, we have seen a paradigm shift within psychology. and education '

resultxng in a renewed interest in the individual' s active processing.

Knowledge is seen as being prodpnced by transactlons between a person and the.

environment and an emphasis is now placed upon the active person xeaching,

A . out to make sense of events. by engaging in the construction and inter~
pretatlon of his/her o&n experiences. ° . .

-

Following in the traditions of Dewey, progressive educators have developed
programmes to encourage students to develop an actlve approach to learnlng
, and the psychological theories ofsPiaget, Bruner and Ausvbel have lent . .
support to this movement. However,' some feel that the pedagogy which has . .
sulted still leaves a lot to be desired.’ ) ’ -
a L . .
’ PosLmnn and Weingartner (1971) made the point vé¥§ forcibly:
"There is no way to help a 1earner to be d15c1p11ned active and .
thoroughgg,engaged unless he perceives a problem to be a problem, , 4
- or whatever is to be leirned to be-worth learning. It is sterile
‘and ridiculous to attempt to release the enquiry power of students o
- by initiating studies that hold no Jnterest for them." '

’

The pupil or student can be active in the physical sense when conducting a
closed-ended experiment but. the learning derived from such an experience will
be limited if the person can see no relevant links between the activity and .
their personal concerns. Many philosophérs now reject the notion that
knowledge and reason should be impersonal and detached and suggest that
" ) reason is informed by passion. It is not sufficient that a body of -

knowledge from a textbook or:given out by the teacher is accepted

unquestioning by the student: Students must find them true for themselves.

v They must be able to 1ncorporate tbem within thelr views of the world. .
As teachers we should be interested in students developlng thelr own criteria
regardlng the quality and relevance of ideas and allow this to’ develop by
minimising our role as arbiters of what is accepLable.

*\;5 Rogers (1969) emphasised personal'relevance with specific reference to the .
learning situation. He differentiated between two processes in learning: Y
teacher-based (the traditional cultural transmissio; approach) and

learner-based learﬂlng.- Learner-based learning is self-initiated, has a

quality of personal involvement and is evaluated. by, the learner. The

knowledge that evolves through this process is ‘private’ knowledge ie truth
that hias been personally appropriated. According to Rogers this '‘private’
knowledge cannot be‘directly transmitted_ from teachers to the student.

Only if public knowledge is personally construed by the learner and has

significant influence on his/her behaviour and attitudes will this knowledge

. become personal knowledge. = For Rogers, personal knowledge is fac1lltated
« by a specific type of interpersonal encounter between the teacher and
student® - one in which the teacher has due regard for the concerns of the
individual student, where status is given to students' views and an
. atmosphere of mutual trust is established so that students feel free to __
- - ———express their views-¥athé¥ than. regurgitate imposed knowledge.

-

. Kelly, (1970) recognised learning as a personal exploratlon and saw the
‘teacher's role as helping.
"To design and implement each child's own undertakings...
To become a fully accredited participant in the experimental
. enterprise she must gain some sense of what is being seen
through the child's eyes." . °
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what is relevant to the learner is of’ importance and for education to be a 3
joint venture be tween teacher and. learner it is essential that each has some
awareness .of the other's personal constructs. The following gquote from

Berman and Roderick (1973) indicates some assumptions re curriculum which

are tompatible with Kelly -3 viewpoint.

-
\ <

”Curriculum has long been thought of as that which s taught to

somebody elsé. Persons act as though what is a fact one. day

is a fact the next, as though all persons perceive phenomena in

the same way, as ithough the world is static. rather than dynamic.

The. view of these writers is that curriculum must put the person

at the gentre of what is learned. Curriculum development...will

then. see the person as the nwaninq naker and plan curricula

‘experiences which. enable the child to conSJder, contemplate and .
expand his'meanings." . ~

. .

Fmphasis on the person as the- meaning-maker is now 'a dominant theme in '
educational theorising but in practice the ‘Phenomenological world of the

learner is often. neglected. In the teaching -of social sciences we have seen

" some widening of curricula, ’loosEning of subject,boundaries, emphasis on the

process as well as the pro ct,of learning, acknowledgement of the relativity

of knOWIedge and the’ importance of the personal construing of the learner.

Teaching strategies such’ as role—playing, :;simulation, .group discuSSion, .

* syndicate.work and interactive lecturing have been employed to help students
devélop the links between their persofial experience and concepts to be learnt.
1$rough such strategies it .is' hoped that learning will be Significant and -
that the student understands something about his/her emotional commitment to
the area of social science as’'well as specific concepts which are part of |
the public knowledge o0f the discipline. . v

Unless we believe that knowledge in science is fundamentally different to
that in social sciences then:we could expect to see similar processes
developed within the teaching of science. However, this. does not seem to
be the case (ASE, 1979). ’ T \

A\
-

Piaget's work is often referred to- in the literatdre on science education,
thus we might expect that science teaching would. foster the conditions under
which each pupil can think freely and stress the spontaneous, self—guided -
act of interaction with the environment through which Piaget believed the\

inner mental growth of each pupil develops. Wickens (1974) argued that .
Piagetian theory provided a model for open systems of education and in -
discussing the nature of the curriculum in such systems he suggested that:

"the relation of the classroom env1ronnent to the wider context

. Of the learner's life must be considered, in ‘other words, the’ .
Jnsade-ou*SJde relationship of the open-system classroom with ot
the'outSJde world. Active invoivement in t?f;learning process .

P

depénds on the ‘child's interest in exploring(the learning
environment . Consegquently, consideration of the child's
ifitcrests and needs bécomes a central issue for curriculum . '
developmeént: in an open system."” .

LIIEN
- -

However, in. many discuSSions on the significance of Piaget's views for. - ’
Science Educatiop the main emphasis is on the fixity of the stages of -
cognitive .development:, . -

¥ .

Shayer~and Adey (1981) have developed a series of instruments called Science
Reasbning Tasks which they claim can be used to ascribe pupils to particular
° levels of cognitive development relative to the Piagetian stages. . They
suggest that Lhere are signifidant areas of mismatch between the cognitive

v ¥

.
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demands of science curricula and the tlevels of Eogniti&endévelOpment of the = 4 -
seébndary school population. * _In a recent Timés Educational supplement
“article with the headline “Learning is linked to spurts in;devé;opmeht of
brain", (Cookson, 1981) attention is drawn to “the work of the Cognitive
Matching Project of Braqdeis Universiiy which seeks to relate the process -
. of schooling to 'scientific evidence about the development, of children's
brains'. §hayer's_work is cited as. "providing evidence that children’'s
cognitive development goes through four stages that correspond exactly to
,the physioloégical growth phases® and-claims that hisirqsearch has "shown, N
thét few children 7 lesslthan.a quarter - are capable of abstract, formal
rcasoning before their 14~16 growth spurt".  This paper is not the place
i to engage in an extended critique’of such redictionist.movements however,
I would argue;&hat'hégdifées Suchas the one.above and the over-emphasis
S placed upon Piagetian stages are potentially detrimental if applied by
¢ teachers in é'éimpiisgicffashion: I think the danger is particularly s
acute in ‘science education where it would séem thenotiopbf Piagetian stages *

L)

has taken ‘root. . -

Y .
e B ~

\
.
.

Shayer and Adey (1981) state *stage theory‘ié’esséhtial to the Paigetian “
world view, and is its most distinctive: feature." This view should not .go
unchallenged.  Gruber! (1974)°an ex~Research Fellow of the Centre . -
d'Epistémologié Génétique in Geneva states:- L :
"How can-we create a.world in which a childlike thought would
Q © be treatgd with the respect i% deserves? In.which the child : T
, ) ‘ will know-he has -that respect? - Perhaps this is the right way .
’ to read%Piéget's work for'its edacational significance -~ not
as a fixed chrohicle of ‘stages in the émergence .of a specific
, inventory of concepts, but as the model of a mahfwho respects .
childrén's thinking." . . e : T

3 . , -

whilst Piaget would have welcomed the attention which science educators may
- give to the cognitive demand. of their courses, he would have ‘been less ®
happy if the degree of Structure is excessive. He criticised over pre-
'occupation with' the idea of 'havirng to 'proceed from the simple to the complex
in all domains of teaching as he noted that children's, logic geals sometimes
with undifferentiated, global wholes and sometimes withiisolated parts and,
thercfore, we canrot dlways proceed fiom the analytic parts that to adults
- © scem simpler ‘than the whole. He also ‘suggested that some people will reach
the level, of formal operations in some specific area that they knqw well
without reaching formal levels in other areas.

Duckworth (1974), an ex-gtudenf'&f Piaget, desgrfbes her approach to the
teaching of elementary science as based upon "an applicagion of Piaget in
the best sense." A fundamental assumption behind hé%.app;oach is that: - J
. . R . ': . . -D
"the more we helps children ‘to have their wonderful' ideas and

feel good about themselves for having theém, the more likely it . . .;
. is that they will someday happen upon wonderful ideas, that no _ '
onc else has happened upon before." : . e

-

The "wonderful ideas" to which she refers are the creative intellectual acts
which take place, when new connections of ideas are made by the learner.

(Y
Despite the fact that ﬁiaget was critigaI‘of those who took the theory of 3
stages to be a series of limitations, this would appear to be 'the received N
view' of many science educators. .I would argue that this has been at the
‘cXpense of the essence of Piaget's epistemology ie the constructivist and N

relativistic view of knowledge in which the person's present .construction of , .
‘experiences forms the basis for the handling of new information and DT
projections about future events.: ' . ( "

T [
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E The ReiatiVistig’apprqach to knowledge permeates fecent scientific articles. °5
! . DaVies (1980), ifi discussing. the fmplications cf quantum theory wyites - "it
leads to the conclusion that the wérldiof'oqr frperiencé - the universe .that .
. "+ we ordinarily pggceive'é is not the only universe."™ Hg suggests that quantum* _°~ .

theory "reinstates the Qbservqg at’'the centre of the stage...reality, inasmuch .

as it has any meaning at all, is not a property\ of the external.world on-its '

own but is intimately bound up with our perception of the world - our présence
.  ds conscious observers..." ‘ ) C

? - ¢ t -

. This acknowledges subjectivity in science and falls within 3 constructivist
; frame.. Koestler (1976) also draws attention to the personal nature of

+theorising in science and the affective compdnent.,_ He argues. that it is a
.myth that scientists' reasohing processes are atrictly logical and lacking in
the sensuous, and original quality of the poetic ima§ination.” He coined. the ;
térm "Bisociation" td describe the act of discovery in Science or Art which
N * he distinguished from "pedestrian routine of association along beaten tracks".
.. Such a process is followed.by "an inaudible Eureka cry which combines
‘- intellectuad illumination and emotional catharsis." The teaching of
" science ‘should help to promote such experiences. In discussing Popper's
“philosophy of science.Magée (1973) notés that "it puts the greatest premium
" of all on boldness .of imagination....it is fundamentally at variance with all
.views. of science or rationality which see these as excluding.passion or
imagination or creative instruction: and {t condemps as 'écientigh' the . R
't notign that sciencé gives us certain knowledge..." . '

For Popper there isno pure disinterested free observation' as all,
obdgegvutions are 'theory impregnated’. whilst believing in the existence of
: 'redl facts' independent of men, Popper is not an 'absclutist' in that he -
does not bélieve,that 'objective knowledge of reag,facts' is ever attainab&e.
As Scienti$ts we must approach every situation with® the possibility of a to-
radical transformation of our present conceptual scheme ie we should invite, *
refutation.  Kuhn (1970} draws attention to sociclogical and gsychological S
¢ " components Qf knowledge and like Popper he adopts an hnti—postivistic' . ;
stance Iin discussing the revolutionary character of paradigm shifts in '
sciente€. * Kuhn sSuggests that new and old paradigms represent
'incommensurable ways of seeing the wor1¢ and of practising science in it'. ~
* 'Paradigms are 'gtrong networks of commitments" and-individuals who undefgo
a'gevplution of ideas may experience a crisis which involves emotional ~ >

¥

insecurity whilst the loosening of old paradigm restrictions and the .
contentions of a}tgrnativé theories are considered. The old stereotype of <

R ihe sober, reticent, céntrolled scientist who operates according to a set of

* definite norms and tHe view of science as a subject which is emotionally , s

undemanding is giving way to notions of personal commitment ‘in science. .
The modcrn scientiSt operates with a world view .which is radically different -
_from that of the Baconian scientist.  The teaching gf,science,should
. " surely reflect this shift towards. notions of constructivism and personal
’ compitment in the development of scientific knowledge. ’

. ’ <

¥ . .
. + There i now the beginnings of an 'invisible college' of workers in the field
of sciefice education who are chillenging the restrictiwve use of Paigetian
models‘in science education and QPO wish to give due’ emphasis to the role of
the student's personal experience in the construction of their knowledge of
scientific -concepts, .their approach' td scientific method and the 'alternative
¥frameworks' they erect, (Driver & Easley (1978)). ;

-

e
. *

The ASE (1979) consultative document suggested¢ that alternative models in
. psychology, such as that of Kelly (1955), should be considered for their 4
oy ' implications with respect to science education. Pope and Keen (1981) N
- discuss the implications of Kelly's Personal Construct Psychology for . 2)
: education and the reader is also referred to Bannister and Fransella {1980) -
:}r Q ) ) ) < .
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for a further discussiof on Kelly's approach. The chbiée'gs perhaps '

particularly appropriate for sciggce education since hé. based his whole

approach to the development of a person upon the metaphor of man-the- ¢

scientist, The Kellian scientist is a conStructivist.' \

Kelly described his epistemological position as that of 'Construc’ive
Alterngtivism' which suggests that people Lndersténd themselves, their
surroundings and anticipate future eventualities by constru¢ting tentative
models and evaluating these against personal criteria as to the successful
prediction and control of events based upon the model. He claimed thdt it
is presumptious to assume that a person's constructions of reality are
convergent with it and suggested that. "the open question for man is not .
whether reality exists or not bul what he can make &f it" (Kelly, 1969).

For Kelly any event is open to as many reconstructions of it, as.our .
imaginations allow. He rejected an absolutist view of truth and contrasted
his position with that of Accumulative Fragméhtalism ie the notion that
knovledge is a'browing collect{bn.of substantiated facts or Jsnuggets of
truth'.  Even the most highly developed scientific knowledge can be seen as
subject to human-reconstruction since’all theories and facts are subject

ie ‘they are man-made hypotheses which a person may choose to.bring under
review and-revise in the,light of what might appear-to be a.'better thecry'.

LY .
3

Kelly sproposed that each‘bé§son erects a personal representational model of
the world’'which allows him/her to make' scme sense of it and which enables the
person to 'chart a course of behaviour in relation to it'. ' These
representational models are composed of a series of interrelated personal -,
constructs Qfatentative hypotheses about the world. Constructs are used by
a person to describe present experience and to forecast events (theory t
‘building) and also to assess the accuracy of previous forecasts afteér the
évents have occurred thereby testing and validéting or inwalidating their
predictive efficiency (theory testing) / Kelly's main emphasis is on the
uniqueness of each person's construction of the world and the construct
systems each will evolve and continue to evolve in order to'impon¢-meanings
on their experiences. "Alternative frameworks' would be seen as sensible
coherent expressions of this cognitive activity. :

L

lends.sppport to teachers who are concerned with the investigation of

ftudents® views, who seek to incorporate ‘these viewpoints within the teasging-
learning dialogue and who see the ‘importance of enc:;zaging students to

When applied to an educational context this constructivist' view of knowledge

*

reflect upon, and make known, theii construction of sOme aspect of-reaIity:
Education and the development of knowledge in.constructivist texms invites
the teacher'and the studeéent to go beyond what is given, a
, . . 4 :
For Kgrly successful communicatior between people depends not so much on
commonality of comstruct systems but upon the extent to which people can
'conStrue the construct system of the other' ie t) degree to which people
» can have some degree of empathy and understanding o. someone else's
constructs whilst not necessarily holding the same constructs themselves.
There is now a growing,grodp of science, educators who argue that, for the
teaching-learning dialogue to be effective, it is important for the teacher

.£to come to an understanding of the pupil's frameWorks. ° ¢ * _7

Head and Sutton (1981) liken a ‘construct system to a mosgic”which.changes .
with.time and suggest that coherent areas of this mosaic contribute to a
person‘s personal identity and that we should recognise that affective
factors integrate with cognitive factors in the person's attempts to make .,
sense of experience. * They note _the' importance of listening to a pupil's °

-.spontanecus use cof words'yhén faced with novel experienqes;g They argue
that when a pupil.looking at’a Bunsen burner says.'it's a sort of gas

LT
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. candle' this 1nte¥pretatlon is llkely t6 be encouraged and developed by ‘the 7
‘teacher since it opens up possibllltles for a unified. view of combustion.
Head and Sutton give "another example of a pupil looking down a microscope at i
padrticles in‘Brownian motion who says ‘'it's like a lot of glow-worms'., ¥
This pupil's 'description' misses the essential pass1v1ty of the Brownian
particles. ‘However, as they point out, the spontaneous reasoning of both
pupils are important since they are "experlments in ‘ways of seeing and ways

« of talking about experlence To understand the growth points of a learner' 's -
cognitive structure we §u§§est that greater attention should be paid to them".
. T

1 'have suggested elsewhere that Personal Construct Psychology and Repertory
Grid Techniques based upon this approach offer teachers and learners, a
resource which will help them to:reflect on theix ideas and explore differing
gonceptions. Active 1nvolvement with their own and othérs' ideas may
encourage learners to see themselves as a more potent force 'in, the
+ determination of their learning and the dévelopment ¢f new knowledge.- (See

for example Pope 1980, Pope and Shaw 1981, Shaw 1980 and Pope and Keen T
1981).

. e
L3
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' The’ Personal Construction of Knowledge Group, (PCKG) at the IET, University of
Surrey, have been particularly concerned to apply some of Kelly's notions ,
and'develop techniques consistent with his approach in order to explore ' .
schoolchildrens' and undergraduates’ constyuctions of concepts in science. Lt
watts {1981) has investigated secondary schooichildrens' constructions of

. concepts in Physics using the Interview-abqﬁi Instances (IAX) approach,

. (Osborne and Gilbert, Y980). Oni the basis of this work Watts contends that
chlldrcn develop coherefit internally logical ccnceptual frameworks based upon
" their own experiences whlch are Jerﬁ\iuccessfulin explalnlng everyday events.

. In common with other PCGK members, Wa ts refers' to these viewpoints as
"alternative framew )rks" rather than dismiss the 1deas as "wrong" or
"misconceived”. We believe that due status should be given to these
attempts by pupils’ to explain their experiences (cf Duckworth's comments on
'wonder ful ideas ).

- .

The IAI.method involves generating a series of cards on which there are
drawlngs representii.g situations in which concepts in science are depicted.
Some cards include situations which contain an.instance of, the concept under
investigation whereas others do not.  'The cards are used as an initial
stimulus to gene.ate a conversation ang the teacher/researcher pays attentlon
to- the pupil's own language when descrlblng the cards.

< v ¢
On the next page is an example of an’ IAI card and an extract from the
transg;ipt of 1 conversation about the card in relatioh to the .concept of
force. The boy interviewed was about 14 years old and cons1dered to be a
geod 'O’ level examlnation candidate by his teacher. ¢
. . . <
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A éo]}er hitting a golf ball. Are

ny .forces here? . -

C oy

"R he's forcing it on the ground . forcing the gol ll for when he. hits
: the . golf club onto the ball . um there's force on the .ball and that
sends the b4dll away. )
Y ]
- I mm mmm and so if you were just talklng about forces on the ball at
the moment? -

-

& yes .o

1 %hat would you say $as there? . e
. R~ . well its still got force of the golf club as its still é%ing along .
hmm and you've also got force of gravity pulling back down to the
ground again

The scientis st's view would be that there 1s no 'dr1v1ng force -on the golf-
ball in mid air. It has gravity and the friction of the air and these
result i = Fpombined force that acts against the ball. The 'driving' force
on the bakljends as. soon as it loses contact with the face of the club.
However, yo can note from the verbatim transcrlpt that the pupil still
thinks that the ball has 'got the force of the golf club as it is still

going along'. The student‘s view and the scientist's view are clearly at
odds andithis would be a situation where" a negotlatlon between 'the two
viewpoints -may be. instigated by the teacher. !

jWatts notes that from ‘the observer s point of view some of ‘the children's
descriptions seem appargntly contradictory or mutually exclusive but "they
=é]ldom seem to possess any conflict or concern to the pupil's who advance
them". It would appear that these alternative frameworks are plausible and
fruitful for those who hold them. I1f the teacher wishes to encourage the
pupil to adopt a 'scientist's science' conception of, for example, force or
'gravity,lthen experlences need to be provided for the pupils so that their
,“Alxernetlve frameworks can be challenged and the scientist's viewpoinu seen

e 11300 ——
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to be more 1ntellxgxb1e, plausible and fruitful than their own conception

and thus conceptual exchange take place (Hewson, 1980) .

Interview data produced by the IAI approach shows a pattern of five p0551b1e

outcomes when 'children's science' ie the understanding that chlldren brfng

with them to the science classroom interacts with 'teacher's science' v

(Gilbert, 1981). One outcome..is referred to as "the two perspectiveioutcone"

in which the 'teacher's science' view is rejected as a personal model but the
- teacher's stience may be learnt by rote. For example, in the middle of an

IAT sequence a student was asked for a definition of force and the—reply-was:

~

"Oh now f've got it...a force Is an action or reaction (laughs)

that what they (teachers) always gives us...well they normally’

give examples that are easy to explaln...but I don't get it...

If I push the wall I can't seehow it can possibly push me back'

-~ ¢

The student does not find the Newtonian contention that 'action and reaction
are equal and opposite' to be plausible in his terms but gives evidence
within the interview of beinq able to‘use the language of science.

We must not see interest 1n learners constructs as belng confined to the

teaching of- schoolchildren. Posner. (1981) stresses the need to consider

college students' preconceptions, purposes, values and conceptions of past :
experiences which they bring to particular curricula tasks. He points out .

that college students’ preconceptlons can be resistant to change becgause they

may have been acqu1re§;through interaction with the physical world without

formal instruction anaq® are "therefore‘wery functional in and adaptable to »
most circumstances", These preconceptions not only categorlse students

enterlng college physics courses but "often those 'successfully completing,

these courses". Posner suggests that students may- simply compartmentalise
their knowledge "claiming that the problem is a physics problem and therefore
does not have anythlng to do with the 'real world '", I believe that many

studénts may be 'turned off' science because of this perceived gap between
the content of sc1ence lessons and their own world views.,
A4

There are many areas of the science curriculum where it is impossible to

organise direct physical experience with exemplars of the concepts.
Howeyer{! the use of group discussion, metaphors and analogies which can A
link with ins tances in the experiential world of the student could be used

to engender the active, deep-level and committed cognitive processing through
wthh a student may give meanlng to scientific concepts and dec1de to accept
or reject the of3§t1al science’ v1ewp01nts.

Nussbaum and Novick argue thdt when a student uses a naive 'alternative o
_framcwork' or preconception to interpret classtroom experiences he may well

give them meanings which are different from or in total conflict with those
intended by the teacher. The learper may be unaware of this gap and the .

teacher may assume that the student is 'not understanding’ the lesson. They

argde that*"it is not a matter of his 'not understanding’ but of his

'understanding* differently' from what was intended. He fay very well give .
sophisticated and rational meaning to the new information, des pite the

variance with accepted meaning”. For them, the teacher's task is to expose

_ ¥pupils' alternative frameworks and.create situations.which. will encourage

them to confront the official sciénce viewpoirnts. They present a case study
of a teaching situation in which brainstorming was used with a group of 12

to 13 year olds in' an attempt to sencourage them to invent a particle mode.
for gases. The pupils were encouraged to verbally and picto¥ially describe
their alternative frameworks; to confront each other's viewpoints and debate
the pres, and cons of the different frameworks offered. The pupils were ’
asked ta test the ideas inherent in their alternative frameworks against

; .- 1os C
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e;periméntal observations and this gave them the opportunity to decide for io0 -

themselves whether there was a need to modify or change their ideas in order -
. to eliminate any contradiction between their theories and their experimental . -
+ observations. 4 .

] ' ..

Osborne (198l) describes a single-lesson procedure where studen... are
encouraged to think about a proposed investigation and predict, using their
own conéeptions, what is likely to happen. This is done individually

and then students work in pairs or groups to perform and/or watch the
investigatidn, record their observations and discuss their cbservations in .
their own terus. In a plenary sessibn the variety of explanations .

produced are thrown open for general discussion and thén, again working 1n :
groups, the students devise and conduct experiments to test these

explanations. Further plenary sessions are held to discuss- the outcomes

of these experimentg and reélate the stbdent's conclusions to everyday

examples and technological applications. i *

This type of teaching procedure is far removed from the nurmal closed-ended
laboratory experiments which students are usually required to conduct.

Yowever, I would argue that such procedures are necessary if students are to

gain a sense of personal involvement in the study of science. If we wish to

effect a transition from student's science to scientist's science, .
éxperiential piocedures and open-system approaches seem to be necessary since

it is clear that merely telling the students a correct answer, couched in

the language of higﬁ science, is ineffectudl {Driver, 1973).

Hewson (1980) argues that a person who is. faced with a new conception is not .
.going to incorporate it without good reason particularly if it is at the '
expense of an existing conception which fohms part of his/her central .
commitments. He suggests that some of the most important of one's central
commltments are metapnysxcal in character and in his paper he elaborateS on
the role played by a person's metaphysical commltments by presentlng a .case,
study of a graduate student hawving to make "sense of the counter-intuitive
theory of relativity. Once again Hewson is stressing the need for the -
teacher to know .the initial conceptions of the ttudents he or she is °

teaching - "particularly those .which are implicit and inarticulategd" -
before planning an appropriate teaching”strategy to encourage transition to
sclentist's science. . * : )
k]
& N .

- -

1 think that there is a need to extend the range of teaching approaches -in

the arva of science education - perhaps bhased on repertory grid technigues,
interview-about-instances or cther conversational approaches. Gilbext and ~ ..
Osborne (1981) have already developed IAI workshops for. teachers.

Such experiences may help the teacher to come to an understanding of the
student 's framowork the student will be exposed to a range of alternative
frameworxs held by? ‘the teacher and Mls/her peers., This 1nterchange
of ideas should help communication as well as offering a further range of
experience within which .the student may construct his/her personal models.
We cannot predict that the outcome would be a full trans;tlon to scientist' s, .
‘scxence. Sometimes the students will hold on to their own perspectlve
whilst al, the ‘same time temporarily adopting another perspective (cf the

¢ 'two perspective outcome' which was mentioned earlier). .

. .
v

The qtudent may chovse to see hls/he; model as being invalidated and replace

it with another model - the replacement model could be that of the teacher or

a fellow student Another course of action could be that the person .
resolutely holds on to the original model and rejects those of others -
however he/she will now have a better understanding of: the other perspectives.
The fourth cutcome of such a process of communication, sharing and subjecting

- - S *
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of one's own ideas to review could be that a student dlScards his or hér
previous model, rejects all the other models put forward by members of the
group and erects amr alternative modsl which goes’ beyond any of the models
proposed. The fourth outcome may well be one of the more.desirable outcomes

ghould the alternative model prove to be a fruitful one for explaining
events. The development of sciehce depends on people having the courage to
go beyond currently accepted notions. We. must Support courageous exploration
of idecas and help students to develop a sense of agency with respeCt to the
construction of knowledge.

For Kelly the construction -of reality is a subjective; personal, active,
creative, ‘rational and_emotional affair. If we are to'believe modern
philosophers of science then similar adjectives can be applied to scientific
theorising and methodology. However, students' experiences. of science in
schools and colleges do not appear to be _developing this viewpoint.

At the beginning of this paper I gave a quotation from a Middle School pupll.
Some further quotes may be of interesf :

- “things which are unscientific are lies' . . -
1 -
- "unscientific means the manggouldwhave cheated’

. . N "
- "unscientific means easy things like P.E."

. (Middle School pupils)

* 7
<

- "...areas of study which lack logic and objectivity"

- "unscientific theories are myths...they show what people want to
believe rather .than-what is true"

- "unscientific¢ means'a theory where the inventor has filled in the
gaps between the facts but has not admitted this publicly”

‘

(Undezgraduate Scienge students)
- "...subjects which-do not have this technique do not deal with’
' facts. The technique I am talklng about is of course the
scientific method..."

» .

(Postgraduate student)

Thé above quotations are but samples from a series of interviews ‘conducted by

David Swift, a member of the PGKG. Many of the students interviewed comméntedl

thiat they had found it most useful to have been asked to consider what their
own views about science and scigéntific method were as this was something they
had not been asked to do before. Vie may not expect Middle School pupils to
have considered what their views of science actually are. However, one

could surely have expected that undergraduates and postgraduate students would
have bheen confronted with such questionsbefore this stage in their education.

alking about one's ideas is "one of the most powerful provocations to sorting
out what you-understand” (5utton, 1981).

/

West (1981) raises what I think is a vital question for every science educator
to ask of themselves. Their answers will determine the nature of the
experiences whichi they promote for- thelr students and in the longer term will
enhance or restrict the development 6f scientific ‘knowledge.

’ . ‘.

“
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YIf schoollng is to be based solely on the transnusslon .of bodies iz
of agreed knowledge it will become a mechanistic and non- '
v educational activity, I suspect we can all get together and
reduce Blology to its basic componevts- Chemzstry to.a handful
of concepts; Physics to a pr1nc1p1e or two,...Wlthout too much .
. dissent I have-no doubt we can create an Agreed Syllabus of

- . School Level Sc1ent1f1c Knowledge that, like that in Religious
Education, will allow no room for dev1ant values, alternative
.“interpretations, or ‘the poss1b111ty of a different rellguon...'
‘but is this how we S Wish to, or should, present it and éncourage
young chlldren to’ learn it?" . T :

- .

- If public knowledge in Science has any hope of becomlng integrated with the
", personal expetience of students then the answer must be 'NO'! :

LN
-

+ If we wish to avoid the situation where persons whose education is
predominaritly scientificé ‘are‘among the most conformlst and uhquestioning
members of the community. who seek pedestrian solutlons to problems, then a
change in strategy may be’ needed As Wren-Lewis (1974) said "“the truly
educated .scientist is one who has the future'not only in his bones but
in a responsibly imaginative head an@ an informeéd heart".  In order -to
achieve this,recognition must be given to the role of thé learner's personal .

construction- of experience, and the development of the' skills of talking about
oné's _ideas and listening to the conflicting oplnlons of others. ’

.
.. ~
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3 This -paper ,is concerned with the problems of the cogperation betweén
o the University of Klagenfurt and the Austrian Workers Union in - :
further education at university level, e. g. the implications of °

this model on the natuke and structure of the university. ?

The cooperation between the University of Klagenfurt and the .
Workers Union started .at the beginning of the academic year 1980/81
and intends to offer university coursés to larger groups of X
people interested in further education at university lével. The
opening 'of the university is motivated by reasons of educational . s
policy as well as of planning in higher .education.

ForAthe‘gniversity the implications of the prbcedure can be seen
in ideas and,directions for fundamental development (philosophy
of higher education) .as well as particular innovations. .

LY

——

1. Introduction. ..

In-the past decades Austrian universities have undergone a phase
of decisive changes, as e. é. : the functional changes of academic
instruction in a highly industrialized working society, the increa-
sing importance of research and scientific instruction to the
country's civilisatory (economic, cultural, political, social)
development, the increasing access ofy students from the upper

and lower middle classes to higher education and a general economic
o _.brosperity that created the basis for an educational expansion.

H
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Significant indicators of this Austrian educational expansion {

werc the great extention of the ‘higher secondary schooling and the
establishment of new universities (Salzburg, Linz, Klagenfurt)

between 1963, and 1970. Structural and Qrganisatory developments

of universities were laid in the "Allgemeines Hochschul - Studien-
esetz" (AH%tG, 1966) (=General University Study Act), which was the
legal basis ‘for a(néﬁ‘organisation and arrangement of the course

of studies, and in. the Universitits - Organisationsgesetz (UOG, 1975)
= University Organisation Act), which reformed the administration
and organisation of unjversities. ‘

v ' At the 12 Austrian universities and the 6 art academies about
& 130.000 Austrian 4nd foreign students are registered today (as- N
N compared to 19.000 registrations in 1955/56, 49.000 in 1965/66,
- 80--000--in- 1975/76): -A—-staff of about‘G:OOOMprgfessors-and~assistants -
as well as a considerable number of external lecturers are in
\ charge of them. (1) ) ' .
- .= . . - .
“Among the main problems our Austrian universities are facing are:
The rising administrative burden and the additional stress the
scientific staff has to tackle on aaccount of %t; the difficulty of
finahcing large - scale research projects (a probBlem many a small
country is facing, too) connected,with a trend of moving research
out of the-~universities; the great-number of drop-outs (only -about
half of those registered finish their studies) (2) and, something that
partly results from what_has just been said,. the ‘demand for .
a second reform phase in the field of studies and instruction (3), as.
well as-a stagnation of the scientific staff of universities
since the early 70's with a considerable simultaneous increase in.the——____
-~ umber” of students. According to prognosis the number of students
will increase until 1987; from then dn - on account of the degrease
of births since 1964 - the number will shrink. (4)

-

Since accour&ing'to_international expectations - the large affected
universities in highly populated cities might.be less affected by
the prognosticated decrease of the numbér of students than smaller
and younger institutions, especially these need- to look after their.._
chances Of development by means of finding ang increasing new

" potential studen® populations. (5) - e -

ige of the
idea of a university being ar institution to instruct a small
elite to that of an institution of mass instruction. In this

. connexion, we recognise an increasing ‘scientific reflectiom of
status, tasks and functicn of the university. (6)

- All ‘those quéstions are inseparably connected with a chan

g Before the background of such‘basig questions concerning Austrian-
universities, the cooperation of the.University of Klagenfurt

with the Austrian Workers Union (Osterreichischer, Gewerksch ftsbund,
UGB) is to be seen a cooperation through which the university ‘
systematically tries to include large groups of our population

into further academic education. We' shall now try to illustrate

the aims and modalities of this cooperation, thus giving a concrete -
example of systematic university instruction for adults and

to find out the consequences resulting from it for the status
and the function of universities. .




2. 'the Cooperation’between'the University of Klageniurt and i
the Austrian Workers Union. : : y

-~ -t - > o

2. 1. The educational policy and its legal basis. . .

Accoxrding to their tradition Austrian universities are basically
indebted to the ‘ideas of Humboldt's®conception (education through
science, connexion of research and, instruction, autonom- of uni-

‘versities, intercourse of teachers and’ students) and con :itute the
highest level of cur hierarchic system of education. The increasing
demand for education as.well as an increasing demand for highly quali-
fied specialists connected with thé above-mentioned gquantitative
development have resilted in the Fact that the universities have
gradually givern up their exclusivity and have cpened themselves .
to a certain extent to society, its needs and demands. In the recent
years the Austrian universities have regularly exhibeted their work -,

. to a wider public (scientific faiks, public days etc.) and the
endcavour to offer university courses, public symposiums of a scien-
tific and cultural kind as well as university lectures for further

-education in addition to the ordinary study programme. Their efforts
and the intentions of the;scientific state administration which -
princ¢ipailly supports the opening up of universities. and gave, them . .
the legal order "to serve 'scientific research and instruction, thereby
responsibly contributing. to the solution of the human society's problems
and to the .benificial development of it." (7) .

‘.

" Yet, tihc recognizable opening.up of Austrian universities in cgttain ,
fields has othér courses, too, courses beyond those of educational §
state and university policy. The rapid development of knowledge and"
the high reguirements upon the intellectual and professional mobility
©0f etonomic and administrative managers has brought aoubt a demand for
the installation of highly qualified further education, a demand
that has-largely been met by academy - dTike institutions set up
during the last 15 years (Acadeny of Mardagement, Federal' Academy of
Adiiinistration, Educational Academy of the 6CV, Boltzmann - Institute
cte.) Such igsxitutionsihave, as it were, become rivals in the fields of -
c¢ducation and instruction so that today the question ,seems justified °
whether the universities will be able to maintain their monopolistic
position in the -educational system. A.rivalry‘similar to that in the
academic ficld of further' education has arisen to Austrian Universities
in the field of research by various research institutes, especially
industrial ones. . . i | n . .

] . dy

. . » DT TN )
‘Only in the field of ordinary studies can - on account:of the* éxisting
legal situation - not only arise no rivalry, the universities even have
the legal possibility to make lectures form among the regular study .
progyramme avialable to ‘an interested public audience. The srelevant )
legal regulgtions are as follows: "ThHe university and its; equipment
are basically open not only to mémbe ;s of the university but.also .
Lo any person - according to the pogsibilities and the qualification *
of such a person -~ interestéd in,the scientific fields tle university
offers.” /.../ Anyone may - cven wicthout registration - attend lectures."
“(87 - ’ .

-

2
1

The possibilities created by means of such legal measures have so far
been used’ rather sporadically by a few interested one¥. Now, on the
basis. of ‘sich reguldtions, the University of Klagenfurt is offering
sclected lectures to a particular group of persons, i. e. the members
of the Austrian Workers Union in Carinthia, thus trying to attract
@ new student potential and offering an additional contribution to
the regional academic instructions. g : ' ©
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' most important: .
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2. 2. The parthers and their intentions. , . .
2+ 2. 1. The University of Klagenfurt. ’ i

The basic patterns of possiblé developments of the University of
Klagenfurt partly follow the framework of international or all-
Austrian trends, but partly they are also distinctly specialized.

In vicw of the particular topic, I consider the following patterns .

: -

.0 Tho University of Klagenfurt, which was founded .in 1970 as a

‘University of Educational ‘Sciences, considers educational
research and its application in the.development anu reform
"of "Austrian schools and education as one of its essential
tasks. From the beginning,. an increased offer of lectures of
further education (courses, meetings, conferences) tried to
meet this demand. »
© " The University is still in a state of di eféification and: com-
pletion, in research as well as in instryction; this development

‘is somewhat limited by . N .

- a lack of economiCc prerequisites

- & very limited number of subjects: ‘ ..

—/too great a number of regional academics in the study fields °
offered by our Univergity L ‘ < ) ’

- the geographic position at the border (linguistic frontier) -

‘and ‘the limited drainage area for students resulting from
it. (9) .o ’

’ . A
.

—— —— g —— -

The'cégperatioh of the Univé%sity of Klagenfurt with-the Austrian
Workers Union in the.field of university adult education is based
upon the following expectations and potives - the so - called
Sclf—interes;s that form the basis of such a cooperation (10):

'0  the intention to open up the uﬁiversiﬁy,to wider groups of

. people R |
‘ LI R )
O the n¢cessity for further expansion of the university by new
- and additional forms of courses offered in view of the diffi-
culties of the'above-mentioned limits to a diversifi tion and
-completion in- the classical fields _— Q ‘
! caR )

o the endeavours to increase the number of potential students in
view of a decline of the number of students from thLe second half
of the eightfies on. .

2..2. 2. The ‘Austrian Workers Union.

The Austrian Workers Union (Osterreichischer Gewerkschaftsbund, 0GB),
the legally private, voluntary society of Austrian employees is the -
most- powerful political group in Austria, comprising 1,6.mirllion .
members " (membership fees about 1,300 million Austrian Schillings p. a.).
On ‘account of its own' enterprises, of shares in various firms and, .
above all, if its officials legal right to have a veice in. factories
and. other places of work, it is also an important economic power:

Its political power can be best recognised by the fact that the 2
Federal President, the Federal Chancellox ag well as most of the bu !

Mih(sters of our Republic of Austria are members of, it. At present
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the President of the Workers Union' is also President of th S
National Assembly, the highest legislative body of Mhe Republic

of Austria.\In the Federal Province of Carinthia (with about>550.000
inhabitants) »#5.485. persons ‘{as from Dec. 31, 1980) from among

about 170.000 employees are members 'of the Unich. With one ex-
ception, all members of the Carinthian Diet - irrespective of ‘their &
party membership - are members or officials of th workers Unson,
including the Governor of Carinthia. According to their professions
and trades, the members (workers, salaried employees, officials)

and organised in.special branches. Their educational background

and qualifications are rather,ﬁetercgeneous. >

In conformity with 4its regulations, the Workers Union and its
branCches deal with’ economic, political, social and cultural

tasks, at the, same time.offering varied educational programmes

of a general and vocational nature, programmes that may be partly
used even by non - members. The Union's educational,policy is aimed
to"improve the level of education of its officials and members on

one harid, on the other it is to encourage socio - political
developments by means of reforming “federal education, which also
includes universities. Such developments are to improve the edu-
cational level of the masses. Hére there is a tension B tween

the ideal aims of the Unions educational policy with regard to mass
cducation and the actual requirements of the Union's aims which

are to train its officials as well as possible (formapion of .

"cadrce and eclite). For educational and training purposes of officials,
the Union has extensive ‘institutions at its disposal. However the
demard for ‘mass education - which, above all, includes the edu-
cationnl offer to the numerous members - can only be met by using

the federal institutions of education. (11) .

. a

For the Province of Carinthid the cooperation with the g?iversity "
of Klagenfurt extends the educational offer by a packagd of programmes
of* adult university instruction, specifically in the field of -
‘general adult ‘education and also in that of learning foreign, .

languages. -

Z. 3. The modalities ‘of .cooperation. (12) <
. v , . 5 .
The cooperation between the University of Klagenfurt and the Austridn;
Workers {nion is the first attempt to arrange a systematic cooperation
_ between an Austrian university and 4 private organisation in the ¢
‘field of university adult education. The common educational intention
being’to make university instruction available to a large number
of persons. The university offer’ is divided into two parts:

a) General Lectures: t . ‘ ‘ . .

i
After consultation with the Unjon, the university chooses.a number
of lectures from among its regular programme - lectures suitable
for general adult education, i. e. lectures for which a great demand
is to’be expected from an. interested piblic. In the summer term
,Of 1981, 31 lectures from the subjects Philosophy, History, Art,.
Psychology, Sociology, Media, Languages. and Geography weré chosen
from’ among the 520 lectures at thé University of Xlagenfurt. The .
following titles could be found among them: "The Philosophy of the

Middle ‘Ages™, "Russia at the Time of Imperialism", "Problems of .
the Labour Market Policy", "Educational Processes and Media",

“Applicd Geology" etc. R
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b) Language Courses: . L, _ )

-

In the‘game way, those"language tourses .are selected from i
the general programme that are of interest to a wi er‘public..
In the summer term of 1981, six’ courses were off@fed to beginners
of Italian, French, Spanish, Slovene, Serbo - C%7ate and Russina.

PPN

* The cducational départment of the Workers Union in Carinthia

t

i
i

P
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" The cdoperation of Eheiﬂﬂiﬁgfsit§kof Klagenfurt with the Workers

of fers the attendance' of spich lectures to their members directly

with relevant informative m?pe;ials, thus making available to

them a considerably enlarged offer of instruction. This publicity
financed by the Union itself meany to the University essentially .
‘an extensive information on possi¥le university instruction. Apart
from interested single‘pe;éons who have studied the university
programmes even without publicity-according to the above - mentioned
legal possibilitiés, at the same time this activity raises hopes

to interest systematically the largest group of organised peYsons

in the Province: (almost 100,000- person-) #5 potential students.
The attendance of lectures is - as it is for all students in Austria -
frec of charge, i..e. it is financed by the state from revenues.!

We might add that the present state of cooperation hacdly causes
anyvcosts of the project. ’ L .

" , - 3& - .

The attendance qﬁ.lectures does not entitle”the student to get

" some certificate, but_is ‘also not necessary for him to have
completed some secondary school or any other basic education.

For such external students, neither a formal graduation ner the
possibility of gettin@'a’certificate is provided for, but they may
got some written confirmation of their having ‘actended the lectures..

. - _
e b ANt e e e B e PN ——

Union in the ,field of adult university instruction has been )
"in operation since autumn 1980. The éxperiences of the first year
prove that the offer has so far been accepted by about 50 persons,
which is about 3 per cent of the number of regular students (about
1,800) . The partners hope that the number of such’ studenmts will,
rise in the next few years, especially since the capacity of
lecture — rooms and university,equipment can still take more
students. . ~ , ' .

3. " Problems arising from this Cooperation.

a) As has been shown above, it is such lectures that are in the

first place included in the programme of adult university instruction
whose contents are of general scientific, creative or cultural
interest or whose standard is rather introductory, so"that it has
been conceived mainly for beginners: Since external students attend
such lectures together with the other students, it is obvious -
that problems of the level of_th . Subject matter offered will result, -
the more so as in Austria a considerable basic knowledge is usually
required when attending university léctures. Practice proves that

the programme offered is mainly attended by persons who can boast

.on an average or higher level of education. And yet, university
teachers are facing the problem of who o prepare the contents

and didactics of their lectures in a way so .as to enable even

persons with a weaker educational basis to participate actively. '
On account cf the hitherto rather little demar.d;s:this has certainly
not yet become a main problem, but considerations.will have to be

»
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« Austrian universities).

made as to whether it might not be useful - providing the demanda

is adequate - to offér certain lectures whose standard is especially
adapted td that circle of students. This would mean that teachers
woulé have to offer a generally undetrstandable scientific marnner -
subject to the general realisation of such a requirement - and to
prepare didactically. Such a kind of "processed science" r "ght
sﬁbsequently be disseminated Vvia the media - compound (in slagenfurt
there is the 'Interuniversitires Institut flr Fernstudien' of

b) " A sccond complex of questions results from the status and legal
task of Austrian universities, the connexion of research and
instructiom, a task that derives from the idea of the students' share
in the process of research). Since a share in the research process

is impossible without a.relevant ‘basic’ knowledge or can only

ties, students who make use of an isolated offer of lectures

only for the, purpose of a general knowledge will be excluded |

from such a possibility. Since the educational task ‘education
through science'.can also only be realised by having a share

in "the process of research, students in the field of adult educa-
tion are virtually placed outside the university's educational
mandate. This raises the question of whether the university's adult
cducation - 4s seen from the viewpoint of a comprehens'ive claim -
for university education - is not only a desideratum of something
that 'education through science' is normally obliged to offer?
Thus, a consequent extension of university adult education would
-necessarily result in a substantial change of the university's
principles, and it would more than ever give axioms like 'education.
Ehroughﬂ§gignce',and.'connexionvof~research'ahd’iﬁstiﬁction' the ‘
status of idgal demands that can, however, not be realised.

€) A third complex of questions concern$ academic self - administra- °
tion. As. those who attend lectures conveying general knowledge
~are no regqular students, a participation in the proportional T
set up of university committees is impossible. Thus, they are placed
“outside a principle of political university education, which is

ate least partly realised by means of a cooperation of students.

in the committeecs of academic self - administration (research,

instruction and management) .

4. Summary

The cooperdtion of the University of Klagenfurt with the Austrian

Workers Union in Carinthia in the field of university.adult :

education is based upon the mutual educational - political

interests of a certain opening - up of the university and

becomes feasible on account of a relevant legal provision

that provides for such an opening. Besides therintentions of

the University of Klagenfurt result from endeavours, to exhaust

all possibilities of diversifying this young and small uni-

versity. This cooperation with the most important private

pPolitical partner in Austria may directly attract a potential

numbeﬁhof almost 100.000 students. No separaté offer of

programmes is made for those students by the university,

but selected lectures are offered from among the regular study
°programme. Some 50 persons made use of this offer per term

in the first acacemic year. :
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From the discussion of problems and results of the systematic
opening - up of the University of Klagenfurt in the ‘field of
adult education, we learn that by means of the cooperation with
‘the Workers Union a new student population is certainly gained,

yet this group of students is mainly kept outside the educational .
principles of-the university ('education through science', 'connexion

of rescarch and instruction!, student participation in the
university's self - administration). In this connexion, all
questions of integrating the students into the comprehensive
educational mandate are still to Qe discussed.
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7) Universitlts - Organisationsgesetz (UOG), BGBl. Nr. 258 v. 1]
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11) On the educational policy of the Workers Union cf. among others:
Usterr. Gewerkschaftsbund (hg,): 9. Bundeskongress des UGB: Bildung,
Kultur, Medien. Wien 1979. - Hans Thomasser: Die Bildungsarbeit des, ..
Osterreichischen Gewerkschaftsbundes dargestellt an den Gewerk-
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" 12) The statements in this chapter are partly based upon' the \
correspondence between the University of Klagenfurt and the
Austrian Workers Union concerning a possible cooperation. |
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